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ABSTRACT
The purpose of this study was to investigate whether or 
not second grade students in Avoyelles Parish, Louisiana 
changed differentially in reading and language achievement 
from regular classroom students as a result of participation  
in the F rench-English Bilingual Program. A second purpose 
was to ascertain whether students in the bilingual program 
achieved significantly in developing French language ability.
Data was coded for the 278 students in the s t u d y .
The statistical findings (tested at the .05 level) are
summarized as follows:
1 . Bilingual students did not change differentially in
reading achievement from regular classroom s t u d e n t s .
2. Females in the bilingual pr o g r a m  did not change
d ifferentially in reading achievement from females in the
regular English program.
3. Males in the bilingual p r o g r a m  did not change
differentially in reading achievement from males in the
regular English program.
4. Black children in the bilingual p rogram did not 
change differentially in reading achievement from black 
children in the regular English program.
5. White students in the bilingual program did not 
change differentially in reading achievement from white 
students in the regular English program.
6 . Francos in the bilingual program did not achieve 
differentially in reading achievement from Francos in the 
regular English program.
7. Anglos in the bilingual program did not change 
differentially in reading achievement from Anglos in the 
regular English program.
8 . Bilingual program students did not change d i f f e r ­
entially in language achievement from regular classroom 
s t u d e n t s .
9. Females in the bilingual program did not change 
differentially in language achievement from females in the 
regular English program.
10. Males in the bilingual p rogram did not change 
differentially in language achievement from males in the 
regular English program.
11. Black children in the bilingual pr o g r a m  did not 
change differentially in language achievement from black 
children in the regular English program.
12. White students in the bilingual p r o g r a m  did not
change differentially in language achievement from white 
students in the regular English program.
13. Francos in the bilingual program did not change
differentially in language achievement from Francos in the 
regular English program.
14. Anglos in the bilingual program did not change 
differentially in language achievement from Anglos in the 
regular English program.
15. Among students of high educational ability, no 
significant differential change in language achievement 
existed between bilingual education students and regular 
English students. However, group ability interaction made a 
significant difference for the other two levels. The change 
in language achievement for low ability students in the e x ­
perimental and control groups was significantly different 
from pretest to posttest in favor of the low ability students 
in the control group. Also, the change in language a c h i e v e ­
ment for average ability students in the experimental and 
control groups was significantly different from pretest to 
posttest in favor of the average ability students in the 
experimental group.
15. A significant change in educational ability occured 
from pretest to posttest for students in the total population 
depending on the ability level. This may represent regression 
toward the mean. Low ability students in the total population 
gained in educational ability, average ability students r e ­
mained the same in educational ability, and high ability st u ­
dents lost in educational ability from pretest to posttest. 
Also, the mean difference in educational; abilltyrscote' for 
average ability students from pretest to posttest was 
significant in favor of students in the control group.
17. Students in the bilingual education classes made a 
significant gain in French language ability from pretest to 




Educational policy concerning ethnic minorities has r e ­
flected attitudes of Americans toward these minority groups. 
Quite different from the rapid assimilation goals of the 
1950's, the new cultural maintenance and appreciation views 
have come into existence, paving the way for the Bilingual 
Education Act of 1968 and attempts to provide equal learning 
opportunities for minorities through instruction in the 
mother tongue (the dominant language of the child) as well as 
English. Our country witnessed during the 1960's and 
early 1970's a "trend of revival of the identity of ethnic 
minorities, both at a cultural and political level [Paulston, 
1977: 1]." The goal of rapid assimilation of the English 
language in the 1950's has changed to one of cultural p l u r a l ­
ism in recent years.
Educators, sensitive to the needs of minority language 
students, have p osited that equal educational opportunity can 
best be obtained for non-English and partial-English-speak-  
ing minority groups by using the mother tongue as a medium 
for instruction (Shaw, 1975; Cohen, 1975; Kobrick, 1974; and 
Molina and Ridge, 1977). The Bilingual Education Act of 
1968 provided for instruction in a student's native language 
as well as in standard English, and thus provided for
1
acceptance of his native language and culture.
Many writers have stressed the need for bilingual e d u c a ­
tion. Many writers have likewise reported negative views and 
criticisms toward bilingual education programs (Anderson, 
1971; Peal and Lambert, 1972; Krug and Poster, 1979; von 
Maltitz, 1975; Gaarder, 1972; and Garcia, 1974).
Major criticisms reported have centered around claims that 
bilingualism impaired intellectual development, claims that 
bilingual education caused linguistic confusion, claims that 
foreign language programs helped bilingual students more 
than bilingual classes, and that bilingual education would 
encourage ethnic minorities to assert their identities and 
thus lead to political divisions within the United States.
THE PROBLEM
§§£iS2£2U2<? the Problem
Bilingual programs of many types have been designed to 
provide instruction for language minority students in English 
and in the mother tongue. Research findings concerning the 
affect of bilingual education on students' English language 
achievement, cognitive development, mental flexibility, and 
creativity have been mixed. Bilingual program reports cited 
in the literature showed differences in p rogram designs, 
languages, amount of time spent on bilingual instruction of 
students, types of approaches used, differences in d e f i n i ­
tions of concepts measured, and others. Thus, assessment of 
the worth of bilingual education has been a complex task.
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Differences from p r o g r a m  to p r o g r a m  have caused research 
evaluations to yield inconsistent results.
Research reports concerning a c h i e v ement--particularly  
in English reading and language--yielded mixed results. 
Several studies found that bilin g u a l l y - i n s t r u c t e d  students 
gained significantly in reading and language achievement, 
some showed no difference from m o n o l i n g u a l l y - i n s t r u c t e d  
students, and others showed that achievement of bilingually- 
instructed students was significantly lower than that of 
students instructed in English only.
Thus, research evaluations have differed tremendously. 
Hurwitz'.s (1975) assessment of dual language programs as a 
"disservice to the children" differed significantly from 
Paulston's. Paulston (1977: 9) asserted that finally 
the "children are coming to have an education which is an 
affirmation of their language and culture, an enormous task 
in a country as large and multifarious as the United States." 
A need exists for more research on bilingual education so 
that definitive conclusions concerning p rogram evaluations 
can be made.
The_Bilingual P rogram in Avoyelles Parish. The first 
attempt made by Louisiana to provide instruction in French 
was through the CODOFIL (Council for the Development of 
French in Louisiana) Program. This pr o g r a m  existed in t e r ­
mittently in some parts of Louisiana during the 1970's. A 
newer program, The Avoyelles Parish F rench-English Bilingual 
Education Program, was added in 1977. The bilingual p rogram
and the CODOFIL Program have similarities and both exist at 
separate schools in Avoyelles Parish.
Decuir (1977) stated that the main purpose of CODOFIL 
is to preserve the French language and culture. CODOFIL has 
employed foreign associate teachers (native French teachers 
from other c o u n t r i e s ) , has sought to make Avoyelles Parish 
children proud of their French heritage, and has offered 
French language courses to the public at night. The b i l i n ­
gual pro g r a m  differs essentially from the CODOFIL Program in 
that bilingual instruction has the ultimate goal of p r o f i ­
ciency in English, whereas the ultimate goal of the CODOFIL 
Program is to teach French language and French culture.
In terms of major design, the bilingual pro g r a m  in 
Avoyelles Parish has characteristics of two--the "Bilingual/ 
Bicultural Maintenance" design and the "Bilingual/Bicultural 
Restorationist" design, both of which have been described by 
Shaw (1975: 103). The p r o g r a m  exemplifies the "Bilingual/ 
Bicultural Maintenance" design in that the parish seeks 
French language instruction to keep alive the regional 
French language and culture. The pr o g r a m  exemplifies the 
"Bilingual/Bicultural Restorationist" design in that the 
parish seeks to teach the French language to students, most 
of whom have lost or have not been taught the language. The 
bilingual pr o g r a m  has been viewed by the parish as a means 
by which to instill a sense of pride in students of their 
French language and culture and to use French to compliment 
and supplement instruction in English.
Implementation of the Bilingual Program. Avoyelles 
Parish implemented the French-English Bilingual Program d u r ­
ing the 1977-78 school year when the students were in first 
grade. The objectives for the parish bilingual program, as 
stated by the Avoyelles Parish School Board (1977; 60-63), 
were achievement of bilingual students in English at least 
equal to that of children in the rest of the parish, ac h i e v e ­
ment of students in knowledge of the French language and 
culture, and the increased involvement of parents of bilin^- 
gual students in the bilingual program.
French language instruction was a team-planning, team- 
teaching effort of the foreign associate teachers (hired to 
conduct the major portion of French language i n s t r u c t i o n ) , 
the regular classroom teachers, and the bilingual/bicultural 
aides. Thirty-minute sessions, scheduled at intervals d u r ­
ing the day, were devoted to the French teaching of each 
of the subjects— language arts, mathematics, and social 
living (a combination of science and social studies). This 
researcher observed the French language arts sessions. 
Language skills taught in English during the regular lan­
guage arts classes such as recalling a sequence of events in 
a story, separating words into syllables, and verbalizing 
in complete statements were reinforced during the French 
language arts classes. Student performance in French on 
these skills was at a lower level than performance in 
English since students in the bilingual program were not as 
proficient in knowledge of the French language as they were
in knowledge of the English language.
Bilingual class students were "immersed" in French via 
the partial immersion approach for ninety minutes per day. 
During the thirty-minute language arts session, typical 
topics of study in French included parts of the house, 
names of fruits and vegetables, forests, bayous, and 
holidays. Students performed orally in French during the 
first half of the year. French reading and some writing 
was practiced during the latter half of the year.
Statement of the Problem
The major purpose of this study was to investigate 
whether or not reading and language achievement of second 
grade students in Avoyelles Parish changed differentially 
from that of regular classroom students as a result of 
participation in the French-English Bilingual Program. A 
second purpose was to ascertain whether second grade student 
in the bilingual program in Avoyelles Parish achieved signi­
ficantly in French language ability. Differences were 
tested at the .05 level of significance.
Answers to the following questions were pursued:
1. Do bilingual students change differentially in read 
ing achievement from regular classroom students?
2. Do females in the bilingual program change 
differentially in reading achievement from females in the
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regular English program?
3. Do males in the bilingual program change d i f f e r e n ­
tially in reading achievement from males in the regular 
English program?
4. Do black children in the bilingual p rogram change 
d ifferentially in reading achievement from black children 
in the regular English program?
5. Do white children in the bilingual program change 
d ifferentially in reading achievement from white children in 
the regular English program?
6 . Do Francos in the bilingual program change d i f f e r e n ­
tially in reading achievement from Francos in the regular 
English program?
7. Do Anglos in the bilingual program change d i f f e r e n ­
tially in reading achievement from Anglos in the regular 
English program?
8 . Do students in the bilingual p rogram change d i f f e r ­
entially in language achievement from students in the regular
clas sroom?
9. Do females in the bilingual program change d i f f e r ­
entially in language achievement from females in the regular 
English program?
10. Do males in the bilingual program change d i f f e r e n ­
tially in language achievement from males in the regular 
English program?
11. Do black children in the bilingual program change 
differentially in language achievement from black children 
in the regular English program?
12. Do white children in the bilingual program change 
differentially in language achievement from white children 
in the regular English program?
13. Do Francos in the bilingual p rogram change differen 
tially in language achievement from Francos in the regular 
English program?
14. Do Anglos in the bilingual pro g r a m  change d i f f e r e n ­
tially in language achievement from Anglos in the regular 
English program?
15. Does a significant differential change in a c h i e v e ­
ment in language exist between bilingual education students 
and regular English students of high, average, and low 
educational ability?
15. Does a significant change in educational ability 
occur from pretest to posttest for students of high, 
average, and low ability in the experimental and the control 
groups ?
17. Do b i lingual students achieve significantly in 
French as measured by the French Language Ability Test?
THEORETICAL FRAMEWORK
Many bilingual programs have been designed for the 
purpose of pr o v i d i n g  linguistically different minorities an 
equal opportunity in education. Statistical data (Smith and 
Fay, 1973; United States Commission on Civil Rights, 1975; 
and Sawyer, 1979) collected during the 1960's and 1970's 
revealed that language minority students in schools in the
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United States have not achieved as well academically as 
English or majority language students. Needs of language 
minority students were considered by educators in the 
provision of an alternative to instruction in English o n l y -  
bilingual education.
Willink (1973) posited that school achievement of 
language m i nority children suffered, part i c u l a r l y  in English 
reading, because students were unfamiliar with the sounds, 
vocabulary, and syntax of the English language. Also, 
language minority students were thrust into reading although
i
i they were not linguistically and developmentally ready result 
ing in failure to decode and understand the printed word.
Three basic premises of bilingual education proponents, 
summarized by the U.S. Commission on Civil Rights (1975) 
w e r e :
1. Bilingual instruction capitalized on present 
language skills of language minority students preventing 
delay in acquisition of reading skills until sufficient 
command of English was acquired.
2. Bilingual education helped the development of a 
positive self concept by including in the school curriculum 
the language, cultural values, and heritage of minority 
language students.
3. Bilingual education contributed to the development 
of bilingualism for language minority children as well as 
for dominant E n g l ish-speaking children.
However, researchers, teachers, administrators, and
1 0
school board members have questioned the bilingual approach 
because of the confusion and interference in oral language 
and detrimental effect on cognitive development which 
may result from simultaneous teaching in two languages (von 
Maltitz, 1975: 2). The central issue in the controversy is 
difference in definitions of bilingual education (Krug and 
Poster, 1979: 112-116). Proponents of transitional and
supplemental bilingual education view the United States as 
primarily Amer i c a n - E n g l i s h  dominant in culture, therefore 
requiring bilingual education to be transitional as stated in 
federal and state laws. Proponents of bicultural education 
view the United States as a multilingual nation where the 
command of English by m i nority students becomes secondary in 
importance to the acquisition of multilingualism. Therefore 
conceptual models and issues concerning these two different 
approaches are not clearly defined.
Research studies of bilingual education (see Chapter 2) 
have dealt mainly with the following issues:
1. Differences between bilingually-instructed and 
t r a d i tionally-instructed student achievement and cognitive 
d e v e l o p m e n t .
2. Attitudinal changes of minority language students 
toward their culture and the culture of dominant English- 
speaking Americans.
3. Various factors causing lingusitic interference.
Due to inconsistent definitions of the term "bilingual"
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(U.S. Commission on Civil Rights, 1975: 64), the diverse 
nature of research populations throughout the United States 
(Shaw, 1975: 107), and the inadequate amount of research
done on effective p rogram designs (U.S. Commission on Civil 
Rights, 1975: 84), results have differed significantly.
Since most bilingual instruction programs in the United 
States are Spanish-English (Paulston, 1977: 2), most studies 
have reported on Spanish-English programs. In comparison, 
little research has been reported on French-English programs.
Effects of French-E n g l i s h  bilingual education on student 
achievement in English in other parts of the c o u n t r y - - M a i n ,
New Hampshire, Vermont, the Haitian settlements in New York 
and Boston--have not been widely publicized. French-English 
bilingual education programs in Canada dominate the research 
literature. Students in French-English bilingual programs 
in this country and Canada could benefit from results of 
this study concerning the effect French-English bilingual', 
education has on language achievement of students of various 
types (Anglo, Franco, black, white, male, female, high 
educational ability, average educational ability, and low 
educational ability). Therefore, with the above theoretical 
framework in mind, this study was designed to determine the 
effect of a F r e n c h -English Bilingual Program on reading and 
language achievement of second grade students.
S I G N I F I C A N C E _ g F _ T H E _ STUDY
More explicitly, this study is significant because:
1. This research would help fulfill a need which exists
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for more research on bilingual education in general and on 
French-English bilingual education in particular. Since most 
bilingual instructional programs in the United States are 
Spanish-English (Paulston, 1977: 2), research of Spanish-
English programs dominate the literature. However, little 
research has been reported on French-English programs. 
Consequently, a need exists for more research on French- 
English education so that definitive conclusions 
concerning program evaluations can be made.
2. Findings of this study will provide information 
which may facilitate statewide decisions concerning other 
bilingual programs in Louisiana.
3. Findings of this study may affect the status of 
CODOFIL--a F r e nch-as-a-second-language program also e x i s t ­
ing in Louisiana.
4. Results will make available to educators specific 
data on various type students (Anglo, Franco, black, white, 
male, female, high ability, average ability, and low ability) 
concerning the effect bilingual education has on their r e a d ­
ing and language achievement as well as their French language 
a b i l i t y .
5. More specifically for Avoyelles Parish, this study 
will provide data for educators to use in evaluating the 
worth of the bilingual program for the student population.
6 . Use of the French language ability test, "Test
D 'Acquisition du francais," in this study will help validate 
the instrument for Avoyelles Parish.
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DELIMITATIONS
This study was limited to 278 second grade students in 
Louisiana enrolled during the 1978-79 school year in 
Avoyelles Parish. This study was further limited to e x p e r i ­
mental and control group students for whom this researcher 
could obtain complete information for each analysis.
OBSERVATIONS OF EXPERIMENTAL CLASSES
Data for this research study was collected prior to and 
following the second year of i m p l e m e n t a t i o n - - 1978-79.
During this school year, this researcher made six unannounced 
visits to each of the six experimental group bilingual 
classes for the duration of the thirty-minute bilingual 
language arts sessions. These classes were taught by the 
team effort of the foreign associate teacher, the bilingual 
classroom teacher, and the bilingual/bicultural aides. The 
observations gave this researcher objective information c o n ­
cerning the methodology and materials used, reinforcement of 
English language skills, and reinforcement of students' 
achievement in knowledge of the French language and culture 
during the second year of implementation of the bilingual 
program.
An evaluation form (see appendix B) was completed by 
this researcher immediately following each classroom visit.
The evaluation form developed by this researcher was 
submitted to a panel of experts on October 9, 1978. After
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revisions, the form was used by this researcher for o b s e r v a ­
tions beginning on October 16, 1978. A rotation schedule,
(see appendix C) based on the Latin Square, was followed.
DEFINITION OF TERMS
1. Monolingual - A person who speaks only one language
2. Bilingual - A person who speaks two languages.
3. Franco - A person exposed to French and English at 
home. This does not necessarily mean that a Franco can 
speak French and English.
4. Anglo - A person exposed only to English at home.
5. Reading Achievement - A growth scale value (GSV) 
obtained from the Reading section of the SRA Achievement  
S e r i e s .
6 . Language Achievement - A growth scale value (GSV)
obtained from the Language Arts section of the SRA
Achievement Series.
7. Educational Ability Score - Quotient obtained 
from a student's performance on the SRA Short Test of 
Educational Ability (STEA) component of the SRA Assessment 
S u r v e y .
8 . Bilingual Education - The use of two languages in 
instruction of students - English and another language, 
■usually the mother tongue if different from English. 
Specifically for this dissertation, the two languages used 
in instruction are English and French.
9. Bicultural Education - Instruction incorporating
the cultural values and heritage of the minority language 
child and the cultural values and heritage of the dominant 
E n g lish-speaking child.
ORGANIZATION OF THE STUDY
Chapter 1 included the introduction, a description of 
the Bilingual Program in Avoyelles Parish, statement of the 
problem, delimitation, definition of the terms, significance 
of the study, and the organization of the study. Chapter 2, 
review of selected literature, includes the need for b i l i n ­
gual education, the Bilingual Act of 1968, pro g r a m  designs 
and evaluations, and the summary. Chapter 3 details the 
materials and p r o cedure used in the study. Chapter 4, 
pres e n t a t i o n  and analysis of data, presents and analyzes the 
data collected. Chapter 5 contains a summary and c o n c l u ­
sions reached from analysis of the data. The selected 
bibliography, appendixes, and vita follow Chapter 5.
Chapter 2
REVIEW OF SELECTED LITERATURE
The United States has been a multi-lingual nation for 
many years. Research has shown that bilingual education has 
been affected by American attitudes toward minority groups 
and foreigners. As attitudes changed, so did goals c o n c e r n ­
ing education of minorities.
Such changes were summarized by Shaw (1975: 45, 97) who 
researched bilingual education before the rise of public 
schools in the 1800's. Catholic schools and Indian r e s e r v a ­
tion schools were some early examples of dual language 
instruction. The first public bilingual school was founded 
in 1840 in Cincinnati (U.S. Commission on Civil Rights, 1 975: 
7-8). A large group of immigrants had located there and 
German was introduced as an optional subject rather than as a 
m edium of instruction. From 1840 to 1919 other schools in 
Cincinnati, Cleveland, and Milwaukee--areas having large 
concentrations of German-speaking families--included German 
language instruction in the curriculum. French was used as a 
medium for instruction in Louisiana, and Spanish was taught 
in New Mexico in the early 1 900's (Cohen, 1975) .
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After the War of Independence, emulation of the "country 
rulers, then English-s p e a k i n g  Anglo Saxons," became the 
philosophy of Americans (Shaw, 1975: 96). Large scale 
immigration to America resulted in an ethnic "melting pot." 
Subsequently, educators devised programs for teaching English 
quickly to foreigners in order to Americanize them.
Attempts from 1920 to the late 1950's to meet the 
language needs of language minority children have resulted in 
the formation of E n g l i s h -as-a-Second-Languag e (ESL) programs.
No effort was made to develop children's knowledge of their 
native language and culture during ESL classes (Cohen, 1975:
20) .
The United States identified the need for bilingual 
education programs by enacting the Bilingual Education Act 
of 1968. Emphasis was placed on improving educational 
opportunities for non-English and p a rtial-English speaking 
students as well as adults by incorporating instruction in 
the student's native language until the student became 
proficient in the use of the English language.
T H E _ N E E D _ F O R _ B ILINGUAL_EDUC ATION
B i lingual/bicultural education was defined by the U.S. 
Commission on Civil Rights (1975: 3) as "instruction using 
the native language and culture as a basis for learning 
subjects until second language skills have been developed 
sufficiently." Using the native tongue capitalized on 
language skills the child already had and thus prevented the
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retardation in reading skill development until sufficient 
command of English was acquired. This definition suggested 
a transitional approach incorporating native language in­
struction only until English language skills were developed.
Proponents of bilingual education have cited many needs 
for instruction in the native language spoken by the child 
upon entering school. Shaw (1975: 96-97) has cited the 
"spectacular growth of self awareness, self-esteem, and 
pride" felt by various ethnic groups recently, paralleling 
the recognition by our culture of the benefits of cultural 
diversity. School officials felt the increase in positive 
self-coricepts of bilingual students receiving bilingual 
instruction was worthy of consideration. Shaw (1975: 105) 
identified evidences of better adjustment of non-English 
speaking students in bilingual education classes as opposed 
to conventional education classes:
Observers of bilingual projects have noted 
a relatively tranquil atmosphere in the bilingual 
classes they have visited. One reason may be 
that the child no longer believes his language 
and culture are being rejected. Accordingly, 
bilingual education enhances his self-confidence 
and self-esteem.
A number of investigators have found that self concept 
Was a definite influence on success in school. Self concept 
improvement, according to von Maltitz (1975: 63), was a major 
goal of bilingual instruction. Students were helped to 
"believe in themselves, in their basic worth as human beings, 
and in their native capacities." When the language spoken 
by students was acknowledged and respected, and when teachers
1 9
were persons from their own cultural community who used their 
language, the student's self-confidence was reinforced. Thus, 
von Maltitz asserted that when students felt good about t h e m ­
selves and their language and culture, their motivation and 
ability to handle tasks in and out of school was enhanced.
Gohen (1975: 21) asserted that bilingual education 
minimized "culture shock," gave the student a greater sense 
of worth as an individual, and thus helped him to achieve 
academic success. Cohen felt that the elimination of the 
stigma of being bilingual resulted in academic success for 
children who had pride in their cultural heritage. The 
development of a more positive self image was also cited as 
an advantage of bilingual education by John and Horner (1971: 
x x i i ) .
Gaarder (1972: 52) stated that if a school rejected the 
mother tongue of a group of students, their concept of parents, 
homes, and themselves could be expected to be "seriously and 
adversely a f f e c t e d . " Gaarder purported that the use of a 
child's mother tongue by some of the teachers and as a school 
language was necessary for a strong mutually-reinforcing 
relationship between home and school.
The need for better and more relevant education r e s u l t ­
ing in better employment was cited by Smith and Fay (1973:
2). Statistics concerning educational level, employment, and 
income of the Spanish, blacks, Puerto Ricans, and other 
minority groups have shown lower levels on these components 
attained by minorities than by the average American. Focus
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on the issue of minority rights in the sixties resulted in 
evidence that ethnic poverty was caused by unilingual 
teaching in English (Anderson, 1978: 29-33). A poverty 
clause in the Bilingual Education Act provided for grants for 
developing programs in schools where there was a c o n c e n t r a ­
tion of non-English speaking students from low income fam­
ilies. "Bilingual education points the way to equal 
opportunity and equal education, and adds one more weapon in 
the arsenal against poverty, hunger, and ignorance...
[Kennedy, 1980: 3]."
The works of Anderson (1970), Wright (1973), John and 
Horner (1971), Pialorsi (1974), and Kobrick (1974) showed 
that traditionally, where English was the only medium of 
instruction, language m i nority children dropped out of 
school in significantly greater numbers than English d o m i ­
nant students before completing high school. The United 
States Commission of Civil Rights (1975: 14-19) reported on 
this high dropout rate and added that those language 
minority students who did remain in school were significantly 
behind the majority language group in academic achievement. 
Many who continued in school were retained in one grade from 
two to three years.
During the 60 ' s, two major attempts were made to p r o ­
vide help for students who were experiencing problems in 
school a c h i e v e m e n t - - E n g lish-as-a-S econd-Language Programs 
and anti-poverty programs. Light (1971: 90-94) reported
that evaluations of Head Start and Title I programs indicated
a lack of success for m i nority groups. Improvement in r e a d ­
ing readiness and reading achievement were used as criteria 
for measure of success in these projects. Light contended 
that the failure to appreciate the linguistic and cultural 
characteristics of the language m inority children was a 
major factor in lack of achievement in subjects taught in 
English only.
English-as - a - S e c o n d  Language (ESL) programs were set up 
to provide supplementary instruction in English for those 
students whose dominant language was not English. Formal 
second language training in English accelerated language 
learning by concentrating on the rules and patterns of the 
English language and by insuring students the opportunity 
for imitation and reinforcement. However, implementation of 
ESL programs frequently required students to be taken out of 
regular classes for the supplementary English instruction 
(U.S. Commission, 1975). This resulted in a lack of real 
progress in subject matter areas until the student learned 
E n g l i s h .
The failure of students resulted from the u nfamiliarity 
of language minority students with the sounds, vocabulary, 
sentence structure, and concepts of the English language. 
Students with these problems were not ready to read English 
as early as they were required. Furthermore, unshared 
cultural experiences compounded their problems (U.S. 
Commission, 1975.
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Sawyer (1979: 40-53) reported on a profile of children
in compensatory reading classes included in an Educational 
Testing Service study. This study was initiated to inv e s t i ­
gate how students across the country were selected for c o m ­
p e nsatory reading programs. A conclusion of this study was 
that children from low income and minority groups were common 
in compensatory reading classes and many children had a 
different language bac k g r o u n d  from English. Specifically, 
one in twenty teachers reported that students from at least 
half of the compensatory class came from non-English
dominant homes.
Another need p u r p o r t e d  by bilingual education advocates
was the need for d e v e lopment of bilingualism not only for 
language minority children but for dominant E n g lish-speaking 
children as well (U.S. Commission, 1975: 87). Bilingual 
Education provided an opportunity, stated bilingual education 
proponents, for children of various socioeconomic and ethnic 
groups to learn two languages via the dual language c o m p o ­
nent of bilingual education (U.S. Commission, 1975: 87).
Kobrick (1974: 174) asserted that bilingual education allowed 
English-speaking children to learn a second language more 
effectively than a foreign language p rogram did since their 
classmates' native speaking abilities benefited the English- 
dominant students.
Minority groups, through minority group isolation, were 
segregated and d iscriminated against on the student and
faculty level of elementary schools (Milina and Ridge, 1977). 
Ridge felt that model bilingual programs helped end such d i s ­
crimination. John and Horner (1971: xxv) called the bi l i n ­
gual approach to education a great equalizer in moving 
"toward an open and varied society with full and equal p a r t i ­
cipation for all groups." Kobrick (1974: 171), in elaborat­
ing on.the high failure and drop out percentages of Puerto 
Rican, Mexican, and Indian children in traditional cl a s s ­
room stated that in the past, only one curriculum was offered 
to language minority students and only needs of the English- 
dominant students were met.
Major concentration of the literature on the aspect of 
need for bilingual education has centered on the proposal 
that equal educational opportunity can best be obtained for 
non-English and partial-English speaking minority groups by 
using the mother tongue as a medium for instruction. Shaw 
(1975: 87) believed this helped reduce "culture shock" as 
in the case of Hispanic and Puerto Rican newcomers to 
America who entered the educational system and had to cope
with an environment foreign to them. Cohen (1975: 21) also
felt that bilingual education minimized the "culture shock" 
for the child and helped him gain early academic success.
Anderson (1970: 44) reported that educators had begun to 
realize that education through the dominant language was best 
for the child's earliest learning. Willink (1973: 182) 
posited that language development, particularly mother tongue
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development, was important for thought development. Willink 
felt that once the student learned his dominant language he 
was better equipped to learn other things he needed later 
such as the English language.
John and Horner (1971) and von Maltitz (1975: 64) argued 
for teaching children to read and write first in their native 
language. Later, students could transfer reading skill 
gained in the first language to reading in the second 
language. Kobrick (1974: 173) asserted that bilingual e d u c a ­
tion which helped a child to read his own language at the same 
time that he was taught to speak, read, and write English 
would provide the child with the proper readiness to learn 
to read in both languages.
Many writers have expounded upon the need for bilingual 
education; however, many have likewise reported negative 
views and criticisms toward bilingual education programs 
(Anderson, 1971; Peal and Lambert, 1972; Krug and Poster 1979; 
von Maltitz, 1975; Gaarder, 1972; Garcia, 1974).
S5E_BILINGUAL_EDUCATION_ACT _OF_1968
The overall objective of the Bilingual Education Act of 
1968 was the use of the students' native language as a m e ­
dium of instruction while accepting his dominant language 
and culture toward the goal of increasing proficiency in 
English (Light, 1969). Specific objectives which have 
commonly been set up for bilingual education programs 
(Seelye and B a l a s u b r a m o n i a n , 1973) were attainment of
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fluency and literacy in both languages, achievement p r o p o r ­
tionate to children of the minority students ' age and a b i l i ­
ties, development of increasing self-esteem of the students, 
and the involvement of parents.
Sometimes referred to as the 1968 Elementary and S e c o n d ­
ary Education Title VII Act, the Bilingual Education Act of 
1968 provided for subject matter instruction using the 
student's native language as well as standard English and 
thus led to acceptance of his native language and culture 
(Bell, 1976; Shaw, 1975; Light, 1969). The long range goal 
of bilingual education was proficiency in using the English 
l a n g u a g e .
The success of three experimental bilingual programs in 
improving the education of language minority children was 
instrumental to the signing of the Bilingual Education Act 
of 1 968 by President Lyndon B. Johnson (Shaw, 1 975) . From 
1953 to 1957, the New York City Board of Education sought 
successfully to improve the education of Puerto Rican c h i l d ­
ren who could not speak English. In 'the second program, 
refugees from Cuba were successfully taught bilingually in 
1963 at the "Coral Way School" in Dade County, Florida. The 
third program was implemented in New York City from 1964 to 
1967 and succeeded in helping Puerto Rican students learn 
English language skills.
The landmark court case in the movement to provide equal 
educational opportunity to minority language students was 
the Lau_vs_Nichols case (Aquila, 1975 and Bell, 1976). In
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1974, the Supreme Court of the United States of America ruled 
in favor of Lau, the Chinese parent who sued the San F r a n c i s ­
co School Board. Lau asserted that non-English speaking 
Chinese students could not understand what was being taught 
in the classroom and thus were discriminated against.
The Bilingual Education Act of 1968 was supplemented by 
The Bilingual Education Act of 1974. Federal funding was 
authorized through this act for "bilingual vocational t r a i n ­
ing, adult education programs, and teacher training fe l l o w ­
ships [Shaw, 1975: 105-106]."
The federal government has committed itself to equality 
and quality in education. Programs in 76 different l anguag­
es have been funded and federal aid has been p rovided to 
this date through the office of Education's Division of Equal 
Education Opportunity and the Office of Bilingual Education 
and its nine Materials Development Centers and three D i s s e m ­
ination- Assessment Centers (Bell, 1976 and Burns, 1980). 
Bilingual education funding may also be obtained through 
Title I of ESEA (Elementary and Secondary Education Act) 
including programs for migrants, the Federal Educationally 
D isadvantaged Program, and the ESL Program. The Emergency 
School Aid Act was another source of funds when bilingual 
education facilitated desegregation (Krug and Poster, 1979: 
114) .
P R O G R AM_DESIGNS_AND_EVALUAT IONS
Two major designs, "transitional and bilingual m a i n t e n ­
ance", were used nationally by the majority of the bilingual 
programs (Shaw, 1975: 103). Transitional programs offered 
remedial-type instruction emphasizing learning English very 
quickly as a second language with very little time spent on 
the child's dominant language. Bilingual maintenance pro-, 
grams were more appreciative of the native language and 
thus spent more time than the transitional programs 
emphasizing the native language. Shaw mentioned two other 
main designs classified by Professor Josue N. Gonzales 
called "Culturally Plurastic" and "Bilingual/Bicultural 
R e s t o r a t i o n i s t ". The "Culturally Pluralistic" design 
incorporated students' learning each other's language.
The second type was r estorationist in that it had as its 
goal the renewal of the language of the students' ancestors 
even though the student had lost or had not been taught 
the language of their ancestors.
Approaches
Fr e n c h -English bilingual education programs utilized 
two main approaches for instruction of students--Total 
Immersion and Partial Immersion (Cohen, 1976). The Total 
Immersion Approach consistuted the initial phase of b i l i n ­
gual programs pro v i d i n g  kindergarten and first graders with 
instruction in English, the child's second language. C h i l d ­
ren not speaking the second language initially were grouped 
separately from fluent speakers of the second language until
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after the first year. Beginning with the second year of 
instruction, fluent speakers of the second language were 
gradually added to the program. Teachers and students 
communicated totally in the second language. This 
approach in second language instruction was implemented for 
achievement of b i l i n gualism by maj o r i t y  and minority 
language students. First language (the language most 
familiar to the child) instruction began in second, third, 
or fourth grade. The Partial Immersion Approach provided 
for instruction in and through the child's second language 
in the morning and in his first language in the afternoon.
The percentages of instruction in each language was not 
always on a fifty percent basis, but differed for different 
l o c a l i t i e s .
Studies of other approaches for teaching reading to 
bilingual children have been analyzed by Venezky (1970: 334- 
345). He identified four major approaches: 1) The Native 
Literacy Approach, 2) The Dialect Approach, 3) The Standard 
Language Approach, and 4) The Common Core Approach.
The native literacy approach, reflecting Shaw's m a i n ­
tenance design described earlier, emphasized the child's 
cultural heritage and taught literacy first in the child's 
own language. Because English skills did not have to be 
developed first, the child could learn to read earlier. This 
approach exemplified the maintenance point of view shared by 
Cohen (1975), von Maltitz (1975), Gaarder (1975), Kobrick 
(1974), and John and Horner (1971). Venesky (1970) reported
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that the research he analyzed did not show this approach 
superior to others in increasing reading ability, but it did 
have certain cultural advantages. The many languages and 
dialects spoken in this country along with the expense were 
inhibiting factors in implementing this approach. Not only 
did new materials and tests have to be developed, but 
teachers had to be trained to use this approach.
The second major instructional approach analyzed by 
Venesky was The Dialect Approach (Venesky, 1970: 334-345)
which advocated initial reading instruction in nonstandard 
dialect. While this approach was advantageous in p r o m o ­
ting good self concepts in students, special development of 
reading meaterials was costly. Most research studies r e v e a l ­
ed that dialect differences were not a major factor in 
causing reading difficulty. Peisach (1965: 467-480) and 
Weemer (1969: 194-199) have reported that lower soc i o e c o ­
nomic black students understand standard English as well as 
black speech.
The Standard Language Approach incorporated instruction 
in English as a second language or dialect as the initial 
step in teaching reading (Venesky, 1970: 334-345).
Advocates of this approach taught both the standard English 
language and culture. This approach advocated a delay in 
teaching reading in English until English language skills 
were sufficiently developed. Venesky stated that definite 
conclusions concerning the success of this approach could 
not be made at the time he made his analysis of research
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studies. The U.S. Commission on Civil Rights (1975: 27-28) 
reported that ESL programs did help some minority language 
students achieve proficiency in English language skills, but 
results of the programs have shown that ESL programs have 
not succeeded with students who already have fallen too far 
behind in subject matter to catch up, have not succeeded in 
localities which did not offer students enough outside 
exposure to English, and have not succeeded in communities 
in which pride in the native language and culture was not 
exhibited. Also, ESL programs have not succeeded in 
communities in which ESL programs were associated with 
remediation for socially and economically disadvantaged. 
Cohen (1975: 20) believed that ESL instruction should "be
accompanied by instruction in and through the first language 
of s t u d e n t s ."
The Common Core Approach (Venesky, 1970: 334-345) 
incorporated the use of materials based in content areas 
such as science or civics in which cultural differences were 
p urposely minimized as materials were developed in standard 
English. Research concerning the success of this approach 
was inconclusive.
Other approaches included The Alternate Days Approach, 
The Repeated Teaching Method, Simultaneous Translation, 
Functional Specialization, and Delayed Bilingual Education 
(Cohen, 1976). In The Alternate Days Approach, subject 
matter was taught in one language on one day and continued
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in another language on the following day. In The Repeated 
Teaching Method, the same subject matter was taught in both 
languages during the day. A typical example of this was 
teaching content in mathematics in one language in the 
morning then repeating instruction on the same content in 
the afternoon using another language. Teachers using 
Simultaneous Translation interpreted word by word, sentence 
by sentence, or p a ragraph by paragraph. Functional 
Specialization featured instruction of some subjects in one 
language and other subjects in another language. Delayed 
Bilingual Education involved learning subject matter p r i m a r i ­
ly in one language in the primary grades, then changing to 
instruction in the offical language in the early intermediate 
g r a d e s .
Criticisms
Critics of bilingual education such as Anderson (1971: 
427-440) claimed that bilingualism would impair intellectual 
development. Others such as von Maltitz (1975: 22-24) stated 
that foreign language programs were more successful in 
teaching English than bilingual classes and time should not 
be wasted on teaching the student's native language since 
English should receive priority. Critics claimed bilingual 
education encouraged ethnic minorities to assert their identi­
ties and thus help to politically divide the country. Also,
administrators, parents, and school board members feared 
that teaching in two languages would cause "confusion 
and inhibition in verbal e x p r e s s i o n ... [von Maltitz, 1 975:
32
2 2 ] . "
Other criticisms included the use of imprecise d e f i n i ­
tions of terms used by bilingual pro g r a m  administrators 
which have rendered results inaccurate. The term "bilingual" 
was often not defined and therefore the extent to which the 
child was bilingual was not specified. Students were often 
selected solely on the basis of their last name (John and 
Horner, 1971: 66). N o n -random assignment of students to
bilingual programs or classes has sometimes been a limitation 
in research studies as in that of Moore and Parr (1 978: 94) . 
Peal and Lambert (1962: 6), in commenting on contradictory 
research investigations on bilingualism and intellectual 
development, pointed out that some researchers had used 
inadequate measures of bilingualism.
Other terms such as language dominance (Silverman and 
Russell, (1978: 360), limited-English speaking,and bilingual
education have been ambiguously defined. Some definitions of 
bilingual education state only that two languages be used as 
media for instruction (Cohen, 1975: 18). Others such as
Willink's (1973: 179) stress the maintenance of the culture 
and values of the students in the programs. Thus, definitions 
have varied reflecting different philosophical views. A r e a ­
son for variance was that bilingual programs were planned and 
developed locally to meet the needs of community residents.
More precise definitions of terms were necessary. For 
example, the Department of Health, Education and Welfare a n ­
nounced that bilingual education funds would be appropriated
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only for students whose English-speaking ability is sig n i f i ­
cantly limited (Krug and Poster, 1979: 113). This meant that 
a more precise measure of the students' English-speaking 
ability would be required in the future than has been in the 
past. More precise definitions and descriptions of the 
term "bilingual" would have qualified the extent of the 
child's bilingualism and therefore would have helped make 
bilingual program evaluations more reliable and helped 
readers interpret research findings more accurately.
EvaXuation P r o b l e m s . Difficulties with the use of tests 
in bilingual education evaluation have been noted. The U.S. 
Commission on Civil Rights (1975: 94) reported that r e s e a r c h ­
ers failed to take into account "cultural bias of tests." 
Swain (1 978: 427 - 430) questioned the appropriateness of some 
items on standardized tests used in cross-cultural research. 
He asserted that the problem of appropriateness became more 
severe to the degree that the group being tested differed 
culturally and linguistically from the norming group.
The alternative to standardized testing--using tests 
based on the curriculum and goals of a particular bilingual 
p r o g r a m — has presented problems to researchers also. Well- 
defined goals of particular bilingual programs rarely e x i s t ­
ed. Test development of this type took much time. The most 
serious problem of using tests based on goals and cu r r i c u ­
lum has been that comparisons of one bilingual program with 
any other have been difficult, and in many cases, impossible 
to make (Swain, 1978: 428).
34
Silverman and Russell (1978: 3 4 7 - 3 6 1 )  examined the use 
of multiple measures of the concept of language dominance.
This practice was recommended by the Department of Health and 
Welfare in 1975. The relationship between three commonly- 
used measures of language dominance was investigated. The 
Home Bilingual Usage Estimate, The Language Facility Test 
and The Teacher Judgement Q uestionnaire were administered 
and compared. The authors found that the degree of i n t e r ­
relation among the three measures was not high and t h e r e ­
fore one test would not serve as a substitute for the 
o t h e r s .
Content of language achievement tests was criticized.
Swain (1978: 429-430) contended that language tests 
used in bilingual programs measured "skill aspects of 
language rather than communicative, creative, or aesthetic 
aspects." Cross, Long, and Ziajka (1978: 265, 274) cited
Kamin, Mercer, and Hillard in that standardized achievement 
tests possessed neither constructive nor predictive validity, 
were invalidated by the "ethnocentricity" of assessors and 
teachers, and contained items clearly biased both in language 
use and in content related to culture. Cross, Long, and 
Ziajka contended that both biased intelligence tests and 
achievement tests were responsible for accenting the view 
that minority children were inferior learners. Peal and L a m ­
bert (1962: 6) proposed that benefits to students coming from 
b i l i ngualism might not show up on standardized intelligence 
tests. Swain (1978: 429-430) reported that standardized
35
tests failed to measure gains of students due to specific i n ­
put into the curriculum as is done in bilingual education.
In summary, a great number of possibilities in program 
design existed using two or more languages and cultures. 
Evaluations of bilingual programs have been contradictory 
and in some cases helpful only to a specific population. 
Research concerning bili n g u a l i s m  and bilingual education 
was contradictory (Garcia, 1974: 47). Two main poles of 
thought existed--that b i l i n gualism caused retardation in 
school achievement in reading and language and that 
bilingual instruction enhanced the reading and language 
achievement of bilinguals.
Not only did programs differ in design; the languages 
of the students, the populations of the programs, the amount 
of time spent in bilingual instruction, the type of a p p r o a c h ­
es used, the definitions of the concepts measured, and the 
types of instruments used for classification of students and 
evaluation of programs differed from p rogram to pr o g r a m  and 
caused divergent results. Shaw (1975: 107) cited the i m ­
practicability of "applications of its [research] findings to 
specific school situations" because of the "diversity of 
populations studied and because of difficulties encountered 
in isolating the experimental variables."
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Reports on Achievement
Research reports which follow centered around difference 
in achievement--particularly in English reading and language 
--between bilingual students and students taught in English 
only. Results were mixed in that different studies showed 
that bilingual students gained significantly in reading and 
language achievement, some resulted in no difference on 
these skills from monolingual students, and others reported 
bilingual student achievement was significantly lower than 
that of m o n o l i n g u a l s . A large portion of these research 
reports were chosen by this researcher because they dealt 
with French-English bilingual education.
One of the major experimental studies conducted prior to 
the Bilingual Education Act of 1968 was done in New York City 
during 1964 and 1967. One important result of this study was 
that students taught bilingually read English better than 
students in the control group. Shaw (1975: 100) reported:
The findings of this study were that pupil 
achievement rose in science and Spanish, but not in 
social studies and mathematics; the experimentals 
surpassed the control group in reading English, but 
did no better in classroom work in Language Arts; 
bilingually taught pupils tended to use Spanish more 
frequently than the controls, earned superior ratings 
in effort and reliability, and experienced a 
diminuition of anxiety.
Shaw also reported on a bilingual project involving
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native-English speaking children. Miami's Coral Way School 
concentrated on Spanish for half of the instruction time and 
on English for half of the instruction time. Results showed 
that "Cuban pupils effectively learned English and Spanish" 
(Shaw, 1975: 103). However, Shaw (1975: 107) stated that 
the "school's population was atypical" and that "the c h i l d ­
ren's group scores on the Otis Intelligence Test, for example,
t hexample, were at the 89 percentile...."
Natalicio and Williams (1971:32-33) conducted a field 
experiment with children who viewed " C a r r a s c o l e n d a s ," a 
thirty-program bilingual television series. First and se c ­
ond grade children who viewed the programs made significant 
gains in English skills and cognitive development whether 
they were in a Mexican-American bilingual p rogram or not.
These gains were independent of grade level and viewing the 
p rogram was the one single factor responsible for the 
improvements mentioned above.
In addition to reports of English gains, the following 
project reported gains over the English or monolingual 
controls in other subject matter areas. The 1973 evaluation 
report on a Chinese bilingual bicultural p rogram in San
Francisco compared the performance of children in the b i l i n ­
gual bicultural p rogram with children who received English- 
as-a-Second-Language (ESL) instruction (U.S. Commission,
1975: 208). At the third grade level, bilingual program stu­
dents surpassed children in ESL programs by four months in 
reading and by a year and one-half in mathematics. Ghini and
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Associates, (1974) in evaluating the Louisiana p rogram of 
French instruction in the primary grades, concluded that 
learning French helped students learn other curriculum 
subj e c t s .
Students who were bilingually instructed in Sacramento, 
California in 1970-1971, in addition to scoring as well as 
monolingually instructed students in English reading, scored 
better in first and third grade math (Cohen, 1975: 38). The 
p opulation for this study consisted of 402 kindergarten, 
first, second, and third graders in the Sacramento City U n i ­
fied School District. Sixty percent of the students were 
Spanish-dominant and forty percent were English-dominant.
The instrument used for achievement comparisons was the C a l ­
ifornia Achievement Test.
Another California study, the Redwood City Project, 
showed that Mexican American students who were bilingually 
instructed in Spanish and English scored as well as Mexican 
American children instructed only in English on most English 
skills. Half of the ninety students in the study received 
instruction in English only. Cohen concluded that the p e r ­
formance of the bilingual group in this study was "consistent 
with results from bilingual projects for Spanish-speaking 
groups elsewhere in the country [Cohen, 1975: 163-154]."
A bilingual education p rogram was initiated in San 
Antonio, Texas in the Harlandale Independent School District 
in 1966. Again results showed that there were no d i f f e r ­
ences in English language achievement in second and third
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grades between the bilingual and control groups (Pryor, 1969
1-33). Spanish-speaking students in each of four elementary 
schools received bilingual instruction. No difference in 
English language achievement was found when Spanish language 
arts were taught ninety minutes per day.
The Edinburg Bilingual Reading Project in Edinburg, 
Texas was evaluated by Hord (1976). The experimental group 
consisted of students in kindergarten through second grade. 
The control group received traditional English instruction 
and was made of 27 older siblings of experimental group 
students. The California Achievement Test (CAT) had been 
administered twice a year to students in both groups ever 
since they entered school. The first CAT test and the last, 
prior to January 24, 1974 were considered as pre and p o s t ­
tests by the evaluator. Although the achievement level of 
the experimental group was consistently higher on v o c a b ­
ulary, comprehension, total reading, language usage and 
structure, and spelling, the achievement level was not 
significantly higher for the experimental group.
Lopato (1961) studied 114 third grade students 
comprising four classes in New York public schools to d e t e r ­
mine whether or not achievement would be adversely affected 
by instruction in conversational. French. Reading, spelling, 
language, and math achievement were tested using alternate 
forms of the Stanford Achievement Test. The two e x p e r i m e n ­
tal classes received aural-oral French instruction and the
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two control classes received no special treatment. The two 
groups were equated for age, socio-economic status, and 
intelligence. Teachers were equated in terms of training, 
experience, and superiors' judgement of ability. In most 
instances, there was no statistically significant difference 
in achievement between experimental and control groups. The 
e xperimental group scored significantly higher than the co n ­
trol group in spelling and math at one school and in math 
at another.
Results of the following studies, the majority of which 
are F r e n c h - E n g l i s h , showed that students who were bilingual 
and those who were in bilingual classes scored at a si g n i f i ­
cantly lower level on achievement than comparison groups who 
received traditional English instruction.
The Elgin Study made in Elgin County, Canada consisted 
of experimental groups of unilingual E n g lish-speaking stu­
dents enrolled in a partial immersion pro g r a m  in St. Thomas, 
Ontario and a control group of students selected at the same 
grade levels from a nearby school with similar demographics. 
The Canadian students in both groups were judged as having 
comparable intellectual capacity and social backgrounds. 
Barik and Swain (1974) reported that the partial immersion 
pr o g r a m  incorporated the use of French and English for half 
a day each. in contrast with total immersion programs, 
students in this p rogram were initially taught reading and 
writing in English, the first language of the students.
Results summarized by Barik and Swain (1974: 399-402)
indicated that after one year in the partial immersion p r o ­
gram, students did not fall behind their peers in the r e g u ­
lar program. This finding was unlike findings reported for 
a total immersion program. In grade two, reading and w r i t ­
ing French was added to the p rogram with the result that 
partial immersion students scored significantly lower on 
most aspects of English language skills tested. At the end 
of grade three, partial immersion students still scored sig­
nificantly lower than regular pr o g r a m  students in word 
knowledge, spelling, p u n c tuation and capitalization, and 
total language. However, in contrast to grade two results, 
there was no longer any significant difference between the 
two groups in word d i s c r i mination and reading. Thus there 
were indications that lower scores on English language 
skills might have been temporary.
Barik and Swain (1974: 399-402) reported additional
findings. A surprising result was that when compared to the 
total immersion approach in which students were taught ini­
tially only in French, the second language of the students, 
English language skill results for the partial immersion 
approach were the same or slightly lower, also, partial 
immersion students did no better in French performance than 
students in a regular pr o g r a m  receiving French-as-a-second- 
language instructions daily but for less time than the 
partial immersion students received instructions in French. 
Students t a u g h !: mathematics in French scored no differently
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on mathematics concepts than students in the regular program 
who had been taught mathematics in English. Finally, ev a l u a ­
tors found no significant difference in mental ability b e ­
tween students in the partial immersion p rogram and students 
in the regular program.
Three Spanish-English bilingual models were compared 
with a nonbilingual p rogram (Moore and Parr, 1978: 93-97). 
Comparisons of a maintenance program, a transitional program 
and a minimal p rogram were made with a traditional English- 
only program. One hundred thirty students included in the 
study were of limited English-speaking ability and seventy- 
seven children were English dominant. Children participating 
in the study were in kindergarten, first, and second graders 
in a small rural community in West Texas. Students were p r e ­
tested in the Fall and posttested in the Spring after having 
received instruction in one of the four types of programs.
The nonbilingual class scored significantly higher than all 
three bilingual classes on measures of reading and language 
achievement in English.
Hennessey (1976: 1— 20) reported unfavorable results of
a bilingual, bicultural p rogram in the Bronx section of New 
York City. Using the Language Assessment Battery, students 
in grades one through six qualified for this program by 
scoring below the twentieth percentile. The goal of raising, 
by ten percentile ranks, the score of sixty-five percent of 
these students was not realized. Program treatment i ncorpor­
ates the hiring of ten educational assistants for the 168
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youngsters in the program. These assistants did individual­
ized instruction, small group work, testing, diagnosis, and 
the initial prescriptive suggestions. Thus, the goal of 
using these activities to increase students' English 
comprehension and usage was not realized.
Two studies concerning bilingualism were made in L o u i s i ­
ana. Broussard (1977: 3) sought to ascertain "whether there 
was a significant difference between the English, reading, and 
spelling achievement" of high school monolinguals and b i l i n ­
guals in Vermillion Parish. Tenth and eleventh grade stu­
dents were identified by a modified Hoffman Bilingual Sc h e d ­
ule. Scores made by the 401 bilinguals and 550 n o n b i l i n ­
guals on the Stanford Achievement Test were tested for si g ­
nificant differences. Results "indicated that bilinguals in 
the total population achieved at a significantly lower level 
than monolinguals [Broussard, 1977: 49]."
Another study was made in Louisiana by Lucas and Singer 
(1973: 1 -22). The purpose of this study was to determine
the relationships between dialect and reading achievement. 
Based on their surnames, Mexican-American children in the 
elementary school grades of first through third were a d m i n i s ­
tered selected subtests from the Illinois Test of Psycholin- 
guistic Abilities (ITPA). The authors concluded that the more 
Spanish the children encountered in their home enviroment, the 
lower the syntactic ability the students had in English.
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Reports on Cognitive A b i l i t y ,_Mental
Much research, beginning with the 1920's, has been done 
concerning bilingualism and cognitive development. One of 
the most famous has been the St. Lambert experiment (Bruck, 
Lambert and Tucker, 1974; Lambert and Tucker, 1972; Lambert, 
Tucker, and d'Anglijan, 1973). This longitudinal study of 
two groups of Canadian children was initiated by the 
community. French was the sole medium of instruction in k i n ­
dergarten and first grade. In subsequent grades, French was 
the major medium of instruction. This total immersion p r o ­
gram was evaluated yearly to note cognitive linguistic, a c a ­
demic, and attitudinal results.:. Carefully matched groups of 
English-Canadians followed a conventional English language 
program and French-Canadians followed a conventional French 
language program. By the end of the fourth grade, it was 
found that English-Canadians in the French total immersion 
program--the experimental group--had progressed very satis­
factorily in basic academic areas. There was no indication 
of either detrimental or facilitative effects on cognitive 
development. Generally, the experimental group scored at the 
same level as the control group. Also, the experimental 
class consistently scored at the same level or higher on 
measures of creativity or divergent thinking in their later 
school years. The experimental group showed gains in cr e a ­
tive abilities over the years when compared with the control.
There was evidence from other investigations that greater
creativity was a cognitive consequence of bilingual education. 
Carringer (1974: 492-504) compared Spanish-speaking Mexicans 
who had learned English in school with a matched control 
group using the Torrance Test of Creative Thinking Abilities. 
Her results revealed that bilinguals performed significantly 
better on subtests of verbal and figural flexibility and 
originality. Carringer concluded that since bilinguals must 
cope continuously with interlingual interference, they 
developed a cognitive flexibility to overcome this.
Durga (1978: 401-415) studied interlingual interference
also and concluded that bilinguals took longer to process 
verbal information interpolated in two languages because one 
language would intrude on the other. Durga investigated 
storing of verbal information in the semantic memory in 
English and Spanish and found that verbal information was 
stored in a hierarchial manner in both languages. However, 
nodes in this hierarchial structure in one language did not 
have equivalents in another. D u r g a ' s study included twenty 
male students and twenty female students in high school. Ten 
of these students were monolingual, English-speaking students 
and thirty were bilingual Spanish-speaking students. Of 
these thirty students, ten were dominant in Spanish and t w e n ­
ty were competent in both languages. Measuring techniques 
used by Durga included the Home Bilingual Usage Estimate, the 
Hollingshead Index, the Test of Semantic Judgement, and the
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Test of Semantic Distance. The latter two were designed and 
validated by Durga. A reading score was also obtained for 
each child.
Subjects for the Peal and Lambert study (1962) of ten- 
year-old French-English bilinguals were carefully selected, 
using the Word Association Test developed in 1956 by Wallace 
Lambert. The procedure called for alternating words in each 
language for the subject to respond to with as many a s s o c i ­
ations to each word as he could within a time limit. An 
index of the balance of the bilingual's two languages was 
then obtained. Their investigation included measures of 
intelligence, achievement, and attitude. At the end of 
the fourth grade, the experimental class had obtained a 
functional F r e n c h -English bilingualism. In opposition 
to some earlier studies, they found that bilinguals p e r f o r m ­
ed significantly better than monolinguals on both verbal and 
non-verbal measures of intelligence. They concluded that 
bilinguals have greater mental flexibility than monolinguals. 
The greater mental flexibility was the result of their 
ability to switch from one language to another in problem 
solving. They also claimed that bilinguals had more ad e p t ­
ness at concept formation. Peal and Lambert credited their 
more positive findings to the fact that they had used careful 
controls and had selected balanced bilinguals.
While results of studies reporting greater cognitive 
flexibility of bilinguals have generally been accepted, the 
poss i b i l i t y  existed that positive results were actually the
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results of the procedure used in selecting subjects. B i l i n ­
gual subjects in the Peal and Lambert study, the St. Lambert 
experiment, and Carringer's study were selected in part on 
the basis of the Word Association test previously described.
In selecting l i n g u i s t i cally-balanced subjects, experimenters 
may have inadvertently chosen the more cognitively flexible 
individuals. Another point of consideration was that Peal and 
Lambert's 1962 study, the St. Lambert Project, and the French 
immersion programs reviewed by Barik and Swain were c o n d u c ­
ted in Canada, a country which at that time was very c o n ­
cerned with mai n t a i n i n g  and promoting French-English b i l i n ­
gualism. Recently, however, since conflict has arisen c o n ­
cerning the use of French as the only official language in 
Quebec, the bilingual education issue has threatened "the 
unity of the country (Krug and Poster, 1979: 115)."
Favorable results of bilingual education programs c o n ­
cerning cognitive development were found by Natalicio and 
Williams (1971: 1-209) and by Ainsworth and Christian (1970:
2-32) in S p anish-English programs. Ainsworth and Christian, 
evaluators of the Lubbock Bilingual Elementary Education 
P rogram in Lubbock, Texas, concluded that the total-immer- 
sion p rogram of Spanish instruction received by elementary 
students in the bilingual p rogram resulted in significant 
gains in mental age. However, the evaluators (1970: 21) 
cautioned readers that although results showed the " s u perior­
ity of the native language" for instruction of bilingual 
students, findings were somewhat questionable. The
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researchers pointed out the limitations of the tests and 
testing procedures used by the Lubbock staff. For example, 
scores were obtained on the Peabody Picture Vocabulary Test 
in Spanish, as translated by the Lubbock staff, and in 
English. One Anglo-American girl reportedly gained over four 
years in mental age as tested in Spanish. This was due, in 
part, to her unfamiliarity with the Spanish language at the 
beginning of the year (Ainsworth and Christian, 1970: 2). 
Natalicio and Williams (1971: 26-31), whose study was re v i e w ­
ed earlier in this paper, also reported a significant gain 
in cognitive development. Mexican-American children in the 
bilingual program and other children not in the pr o g r a m  made 
significant gains in cognitive development by watching the 
television series, "C a r r a s c o l e n d a s ."
Several researchers have found no difference in c o g n i ­
tive development between bilingual and unilingual students. 
Bain(1976: 543-546) tested the claim of accelerated cognitive
development through use of Luria'a model of verbal se l f ­
regulation. Luria has proposed that the development of h i g h ­
er cognitive processes was dependent upon the change of co n ­
trol from other-external (e.g. parents' verbal authority) to 
self-internal (e.g. voluntary self control). In an early 
stage, verbal commands make children act. Once behavior has 
been established, the child's behavior is not affected by 
contrary commands. In Bain's experiment, infants were placed 
into three groups according to the way each had been raised-- 
bilingually with one parent speaking only one language;
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bilingually with indiscriminate usage of the language; and 
m o n o l i n g u a l l y . Infants in each group were instructed to 
find a hidden marble under each of four conditions. Although 
Bain's results supported the Lurian model, the results did 
not support the claim of accelerated cognitive development in 
either of the bilingual groups.
Barik and Swain (1975: 1-30) reported on a French im m e r ­
sion program in the Ottawa-Carleton public schools. Students' 
school performance was evaluated during grades two, three, 
and four and a comparison was made of pupils in the immersion 
p rogram with pupils in the regular English program. Except 
for French comprehension, no significant difference was 
measured in cognitive development, English skills, and m a t h ­
ematics after grade two. However, after grade three, immer­
sion students scored significantly lower in English language 
skills than the regular p rogram students. Also, students in 
the immersion pro g r a m  scored significantly lower than regular 
p rogram students on math problems which required reading in 
English. Cognitive development remained the same for both 
experimental and control groups. By the end of grade four, 
students in the immersion group scored significantly higher 
in cognitive development than students in the control group. 
English skills and math skills of immersion students were 
equivalent to or surpassed those of regular program students.
A report by Barik and Swain (1974 : 392-402) of another
Canadian French immersion p rogram was reviewed earlier in 
this paper. One finding suggested that instruction through
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French, the second language of students in the Elgin Study, 
did not significantly affect cognitive development of st u ­
dents in the program.
lanco-Worrall (1962: 1390-1400) experimented with 
Afrikaans-English bilinguals of the four to nine year age 
group. These bilinguals were reared by the one-person, one- 
language principle. Her comparisons of the bilinguals with 
matched monolinguals indicated that bilinguals reached a 
certain stage in semantic development much earlier than m o n o ­
linguals but the two groups were not significantly different 
on certain Piagetian classification tasks.
Keats and coworkers (Keats, Keats, and Rafei, 1976: 89- 
99) studied concept acquisition of bilingual children using 
Piagetian conservation tasks in a training model. Five year 
olds were selected as subjects on the basis of their inability 
to conserve weight in either language. The children were p r e ­
tested in conservation of weight, number, volume, and quantity 
in both languages. The concept of class inclusion was also 
tested in both languages. Subjects in the experimental groups 
were trained to conserve weight in one of their languages. 
Immediately following training, concept gains were tested 
in the other language. One to two months later, they were 
retested on the above concepts in both languages. The data 
revealed a transfer of concepts. The training also g e n e r a l ­
ized to other concepts. However, at the delayed post-test 
the experimental groups did not differ from untrained controls. 
Keats et. a l . concluded that language plays a minor role in
the acquisition of concepts. This finding was in contrast 
to the position reported earlier by Willink (1973: 180) that
language development was important for thought development. 
W i l l i n k 1s position was cited earlier in this chapter.
Darcy (1963) reviewed studies done in the fifties c o n ­
cerning bilingualism and intelligence. She reported that 
most of the research showed that although bilinguals general 
ly scored lower on verbal intelligence tests, bilinguals 
generally scored equivalent to monolinguals on non-verbal 
tests of intelligence--especially if both type subjects were 
matched socioeconomically.
SUMMARY
Bilingualism has been in existence in the United States 
for many years. The philosophy held by the United States 
toward ethnic minorities has changed as time passed by from 
one of tolerance to the present one of acceptance and 
a p p r e c i a t i o n .
Many bilingual programs have been designed through the 
years to give linguistically different minorities a more 
equal opportunity in education and the Bilingual Education 
Act of 1968 has been a giant step in this direction. Re ­
search findings have been mixed concerning the affect 
bilingual education has made on students' English language 
achievement, cognitive development, mental flexibility, and 
c r e a t i v i t y .
Bilingual programs cited differed in design, languages
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and other characteristics of the populations, the amount of 
time students were engaged in bilingual instruction, type of 
approaches used, and definitions of concepts measured. Thus 
the assessment of the worth of bilingual education has been 
a complex task.
Attitudes of Americans toward minority groups has 
continued to be reflected in the education of language 
m i nority students. Success of bilingual education in the 
United States has not been ascertained clearly since the 
central conflict concerning transitional approach versus 
maintenance approach has not been resolved.
Chapter 3 
MATERIALS AND PROCEDURE 
INTRODUCTION
The major purpose of this study was to investigate 
whether or not second grade students in Avoyelles Parish, 
Louisiana changed differentially in reading and language 
achievement from regular classroom students as a result of 
participation in the French-English Bilingual Program. A 
second purpose was to ascertain whether or not second grade 
students in the bilingual program in Avoyelles Parish achiev­
ed significantly in French language ability.
DESCRIPTI°N_OF_THE_SAMPLE
A total of two hundred seventy-eight second-grade 
students in Avoyelles Parish, Louisiana were included in the 
study of bilingual education during the second school year 
of implementation, 1978-1979. The experimental group c o n ­
sisted of six classes which received bilingual instruction. 
The control group consisted of six classes which did not 
receive bilingual instruction. Students in both groups were 
dominant English speakers. One hundred twenty-five students 
were in the experimental group and one hundred fifty-three
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students were in the control group. Table 1 shows student
population by groups.
Table 1
Distribution of Students According to Various 
C lassifications for the Experimental and 
Control Groups
Group j_AngloJ Franco J White J^Balck _J. Male ^ Female_
Experimental 45 80 81 44 63 62
Control 80 73 94 59 81 72
Total 125 153 1 75 1 03 1 44 134
Students in the total population were further grouped 
via test results following data collection according to ed u ­
cational ability level. Ability level was based on the p r e ­
test educational ability score (EAS) recorded for each stu­
dent. The 189 students who had both a pre t e s t  EAS and a 
p osttest EAS were classified into three c a t e g o r i e s - - h i g h , 
average, and low educational ability. Classification was 
based on the pretest EAS mean. Students of average e d u c a ­
tional ability level scored between one standard deviation 
above and one standard deviation below the mean EAS score. 
Students of high educational ability level scored over one 
standard deviation above the mean. Students of low e d u c a ­
tional ability level scored more than one standard deviation 
below the mean. Educational ability levels were thus 
assigned as follows: high ability (above 112), average
ability (80-112), and low ability (below 80). Table 2 shows 
the distribution of students of various ability levels for 
whom a pretest and posttest EAS was obtained.
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Table 2
Distribution of Students According to Ability Level 




High Ability !___ i Average Ability
ii Low Ability
Experimental 15 72 13
Control 10 66 13
Total 25 138 26
P5§!9£i£Ii25L2£_Z'55_INSTRUMEN,rs
The reading, language, and educational ability pretest 
scores were obtained from the Science Research Associates 
Primary Edition, Form E, administered April 13-14, 1978.
Posttesting was done on October 18-19, 1979 using the SRA
Achievement Series, Form I, Level C. Growth scale value (GSV) 
scores were used in reporting achievement in reading and 
language. GSV scores are numeric scales which have the 
advantage over raw scores in that the GSV scores can be used 
to follow a student's progress across several years of e d u ­
cation. The reading GSV totals were obtained from the
auditory discrimination, letters, listening, vocabulary, and 
comprehension subtests. The language GSV totals were
obtained from the mechanics, usage, and spelling subtests.
The educational ability score (EAS) was obtained from
the Short Test of Educational Ability (STEA) component
of the SRA Primary Edition also. The STEA component was
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designed to measure general educational ability. The EAS 
score is a combination of measurements of several types of 
abilities--verbal ability, number ability, and reasoning 
ability--which "are closely related to academic achievement 
[SRA, 1972: 72]."
Raw scores were obtained for the experimental group s t u ­
dents from the French language arts section of the "Test 
D 1 Acquisition du francais du Programme Bilingue de la 
paroisse d 'A v o y e l l e s ." This test (appendix D) is princi-, 
pally a revised edition of the St. Martin Parish French 
Achievement Test which has been used to test students in 
French Bilingual Programs in Louisiana. The original 
test was developed ten years ago and has undergone minor a l ­
terations since then. The French and English curriculum 
specialists in Avoyelles Parish have further modified the 
test and have administered the test in revised form for the 
first time to the Avoyelles Parish bilingual students in this 
study. The language arts section included measures of oral 
comprehension, reading, and writing. Pretest (September 19- 
21, 1978) and p osttest (May 1-3, 1979) scores made on the
language arts section of this test were collected by this 
r e s e a r c h e r .
DESCRIPTION OF THE PROCEDURES
Permission to conduct this research was requested by 
letter from the Avoyelles Parish superintendent of schools 
(Appendix A) Upon receipt of this permission (see
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Appendix F for letter of a p p r o v a l ) , this researcher visited 
the principals, foreign associate teachers, and regular 
classroom teachers to explain the nature of research and to 
request their cooperation.
Pretest and p o s t t e s t  scores in reading achievement, 
language achievement, and educational ability were gathered 
for both experimental and control group students. French 
language ability scores were gathered for experimental group 
students only.
Other data g a thered by this researcher about students 
were statistics on sex, race, and Franco or Anglo C l a s s i f i ­
cation. Franco and Anglo classifications were obtained from 
parental answers to questions on the Louisiana State D e p a r t ­
ment of Education Parental Surveys of Home Languages, A v o y ­
elles Parish form (Appendix E ) , which was given to students 
in May, 1977--prior to entering the program. In classifying 
students, teacher judgement supplemented survey data.
TREATMENT
The experimental group, the second grade classes r e c e i v ­
ing bilingual instruction, and control group, those classes 
receiving regular English instruction, were randomly 
established at the be g i n n i n g  of the 1977-78 school year which 
was the first year of implementation of the bilingual program 
in Avoyelles Parish. Students in the six control group 
classes received no French language instruction. Instruction 
for control group students was traditional English
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instruction.
Treatment for the six experimental group classes c o n s i s ­
ted of F r ench-English bilingual instruction daily for the 
entire year of 1978-79. Students in the experimental group 
were immersed in French for a total of ninety minutes per 
day. The ninety minutes were divided into three t h i r t y - m i n ­
ute sessions interspersed through the day. These sessions 
were devoted to teaching of each subject in F r e n c h — language 
arts, mathematics, and social living. Each thirty-minute 
session was conducted by the foreign associate teachers 
assisted by regular classroom teachers and bilingual/ 
bicultural aides.
S T A TISTICAL_TREATMENT
Null hypotheses taken from the questions to be answered, 
as listed with the statement of the problem, were tested at 
the .05 level of s i g n i f i c a n c e . An analysis of variance was 
performed for main effect and interactions on coded data 
concerning reading achievement. This analysis was made for 
questions one through seven inclusive. Another analysis of 
variance was per f o r m e d  for main effect and interactions on 
coded data concerning language achievement. This analysis 
was p e r formed for questions eight through fourteen. For 
questions fifteen and sixteen, specific comparisons were made 
among interaction means using contrast statements within the 
GLM (General Linear Models) procedure of the Statistical 
Analysis System. Test scores from the French language test
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were analyzed using paired t tests for question seventeen. 
The formula used was
cr-cr;
CR
For more detailed information concerning the number of 
students of each classification and the scores on each of 
the tests given, the reader is referred to appendixes H-K.
Chapter 4
PRESENTATION AND STATISTICAL ANALYSIS OF DATA
1 INTRODUCTION
Two hundred seventy-eight second grade students in 
Avoyelles Parish, Louisiana were included in this research 
study. The purpose of this study was to investigate whether 
or not second grade students in Avoyelles Parish changed 
differentially in reading and language achievement from r e g u ­
lar classroom students as a result of participation in the 
French-English Bilingual Program. A second purpose was to 
ascertain whether students in the bilingual program achieved 
significantly in French language ability.
Data gathered, following the second year of bilingual 
program implementation, for the 278 students in the study 
included group, race, sex, Anglo-Franco classification, 
Science Research Associates (SRA) pretest and posttest scores 
in reading and language achievement, and pretest and posttest 
scores in educational ability obtained from the Short Test of 
Educational Ability (STEA) component of the SRA series.
French language ability scores were obtained only for experi­
mental group students.
Reading achievement scores, language achievement scores, 
and educational ability scores were subjected to analysis of 
variance. French ability test scores of experimental group 




g U E S T I O N _ 1
Do bilingual students change differentially in reading 
achievement from regular classroom students? The main effect 
of group on the difference in GSV scores in reading from the 
pretest to posttest was analyzed. Bilingual students did not 
change differentially in reading achievement from regular 
classroom students. Table 3 presents this finding.
Table 3
Experimental and Control Group Mean Difference Scores 
in Reading Achievement from Pretest 
to Posttest Obtained from 







N 86 97 11
X 68. 9 68 . 2 . 7
0UESTI0N_2
Do females in the bilingual program change d i f f e r e n t i a l ­
ly in reading achievement from females in the regular English 
program? Females in the bilingual p rogram did not change 
differentially in reading achievement from females in the 
regular English program. Table 4 presents the mean d i f f e r ­
ences in reading achievement from pretest to posttest for
female students of both groups.
Table 4
Female Student Experimental and Control Group Mean 
Difference Scores in Reading Achievement 





Females | Experimental | Control j Difference
N 49 48 1
X 73.1 73.5 .4
QUESTI0N_3
Do males in the bilingual p rogram change differentially 
in reading achievement from males in the regular English 
program? Males in the bilingual p rogram did not change 
differentially from males in the regular English program. 
Table 5 provides detailed data.
QUESTION 4
Do black children in the bilingual program change differ 
entially in reading achievement from black children in the 
regular English program? Black children in the bilingual 
program did not change differentially in reading achievement 
from black children in the regular English program. Table 6
reports the findings.
Table 5
Male Student Experimental and Control Group Mean 
Difference Scores in Reading Achievement 
from Pretest to Posttest Obtained 
from the SRA Achievement 
Series
j Group j
Males J Experimental ! Control !. j________________________ i _____________________1__ Difference
N 37 49 12
X 63.2 63.0 . 2
Table 6
Black Student Experimental and Control 
Mean Difference Scores in Reading 
Achievement from Pretest to 
Posttest Obtained from 
the SRA Achievement 
Series
Group
1 1 i Group i
Blacks i 'i Experimental j Control Difference
N 30 30 0
X 61.2 55.6 5 . 6
QUESTION 5
Do white children in the bilingual program change differ 
entially in reading achievement from white children in the 
regular English program? As Table 7 reports, no significant 
difference in reading achievement was found.
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Table 7
White Student Experimental and Control Group 
Mean Difference Scores in Reading 
Ac h i evement from Pretest 
to Posttest Obtained 




Whites ii Experimental [ Control ii Difference
N 56 67 11
X 73.0 73.8 .8
QUESTION 6
Do Francos in the bilingual pr o g r a m  change d i f f e r e n t i a l ­
ly in reading achievement from Francos in the regular English 
program? Francos in the bilingual program did not achieve 
differentially in reading achievement from Francos in the 
regular reading program. Table 8 details this finding.
Table 8
Franco Student Experimental and Control Group 
Mean Difference Scores in Reading 
A chievement from Pretest to 
Posttest Obtained from 
the SRA Achievement 
Series
ii Group ii
Francos ii Experimental \ Control ii_ 1__
Difference
N 60 46 14
X 76.6 71.9 4.7
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Question 7
Do Anglos in the bilingual program change differentially 
in reading achievement from Anglos in the regular English 
program? Anglos in the bilingual p r o g r a m  did not change 
differentially in reading achievement from Anglos in the 
regular English program.
Table 9
Anglo Student Experimental and Control Group 
Mean Difference Scores in Reading 
Achievement from Pretest to 
Posttest Obtained from 
the SRA Achievement 
Series
1 1 i Group ii i
Anglos • IExperimental [ Control Difference
N 26 51 25
X 51.2 64. 9 13 . 7
DISCUSSION OF FINDINGS: QUESTIONS 1-7
The general finding for question one--that there is no 
significant difference in reading achievement between the 
changes made by students in the bilingual education group and 
students in the regular English group--tends to confirm the 
findings of Hord (1976). The Edinburg project he evaluated, 
using the California Achievement Test, showed that Spanish- 
English b i l i n g u a lly-instructed students performed as well as 
regular English pr o g r a m  students in reading.
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The Sacramento, California students in a bilingual p r o ­
gram reportedly scored as well as monolingually-instructed  
students in reading. The total population for the two groups 
included Spanish-dominant and English-dominant children 
(Cohen, 1975: 38). Again, results in Avoyelles Parish tend 
to confirm those of another project although the languages 
are different. However, the Elgin Study, which consisted of 
an experimental English-speaking group enrolled in a French 
immersion program in Ontario, was most like the Avoyelles 
Parish program. Barik and Swain (1974: 392-402) reported 
that in grade two, when French reading and writing was 
added to the program, the bilingual group's English reading 
skills fell behind that of the control group. This is in 
conflict with findings in Avoyelles Parish where French 
reading and a limited amount of French writing was added to 
the p r o g r a m  in second grade. The Elgin County bilingual 
students did achieve as well as the control group in reading 
during the next year, however, and this indicated that some 
initial confusion may be only temporary.
Table 10 shows that of the interactions tested--group 
and sex, group and race, group and Anglo-Franco c l a s s i f i c a ­
tion, group and ability, sex and race, sex and Anglo-Franco 
classification, sex and ability, race and Anglo-Franco 
classification, race and ability, and Anglo-Franco c l a s s i f i ­
cation and ability--only sex and race approached si g n i f i ­
cance. Results showed that the 64 white males in the total 
p o p ulation achieved a smaller difference from pretest to
6 7
posttest in reading achievement than the 59 white females.
Table 10
Analysis of Variance Based on Difference 
Scores in Reading from Pretest to 
Posttest Obtained from the SRA 
Achievement Series
Source ii dfi
rj Mean Square 1i F Value 1
Group and Sex 1 2 . 5 0.00
Group and Race 1 220.4 0 .13
Group and Anglo-Franco 1 169.0 0 .10
Group and Ability 2 1039.1 0.60
Sex and Race 1 5026.8 2 .90
Sex and Anglo-Franco 1 103.7 0 .06
Sex and Ability 2 767.5 0 .44
Race and Anglo-Franco 1 3981.1 2.30
Race and Ability 2 1594.7 0 . 92
Anglo-Franco and Ability 2 3398.0 1. 96
Error 162 1734.10
QUESTION_ 8
Do students in the bilingual program change different-
ially in language achievement from students in the regular 
classroom? Bilingual program students did not change d i f f e r ­
entially in language achievement from regular classroom s t u ­
dents. Table 11 presents this finding.
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Table 11
Experimental and Control Group Mean Difference 
Scores in Language Achievement from 
Pretest to Posttest Obtained 








iExperimental j iControl 1i Difference
N 84 97 13
X 82. 0 1 2 .  6 9.4
Question 9
Do females in the bilingual program change d i f f e r e n t i a l ­
ly in language achievement from females in the regular 
English program? Females in the bilingual pr o g r a m  did not 
change d ifferentially in language achievement from females in 
the regular English program. Table 12 presents the mean 
difference scores in language achievement from pretest to 
posttest for female students of both groups.
Table 12
Female Student experimental and Control Group Mean 
Difference Scores in Language Achievement 
from Pretest to Posttest Obtained from 








N 47 48 1




Do males in the bilingual p rogram change differentially 
in language achievement from males in the regular English 
p rogram in language. Males in the bilingual p rogram did not 
change d i fferentially in language achievement from males in 
the regular English program. Table 13 provides detailed 
data.
Table 13
Male Student Experimental and Control Group Mean 
Difference Scores in Language Achievement from 
Pretest to Posttest Obtained from the 
SRA Achievement Series
j " “ ~ - - -  T
i Group [
Males i ; |i Experimental Control (
. J________ ________________ J___________________ _L_
Difference
N 37 49 12
X 78.9 62.4 16.5
Question 11
Do black children in the bilingual program change
d ifferentially in language achievement from black children 
in the regular English program? Black children in the 
bilingual pr o g r a m  did not change differentially in language 
achievement from black children in the regular English 
program. Table 14 reports the findings.
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Table 14
Black Student Experimental and Control Group Mean 
Difference Scores in Language Achievement from 







N 28 30 2
X 81.9 67.6 14 . 3
QUESTION_12
Do white children in the bilingual program change d i f f e r ­
entially in language achievement from white children in the 
regular English program? White children in the bilingual 
pro g r a m  did not change differentially in language achievement 
from white children in the regular English program. Table 15 
outlines the data.
Table 15
White Student Experimental and Control Group Mean 
Difference Scores in Language Achievement from 
Pretest to Posttest Obtained from the SRA 
Achievement Series
i ij Group j
Whites ii Experimental
1
il Control ii Difference
N 56 67 11
X 82. 0 74. 9 7 . 1
Question 13
Do Francos in the bilingual program change differentially
7 1
in language achievement from Francos in the regular English 
program? Francos in the bilingual program did not change 
differentially in language achievement from Francos in the 
regular English proqram. Table 16 details this finding.
Table 16
Franco Student Experimental and Control Group Mean 
Difference Scores in Language Achievement from 
Pretest to Posttest Obtained from the SRA 




iExperimental i Control iii Difference
N 58 46 12
X 83.8 71. 7 12 .1
Q UESTI0N_14
Do Anglos in the bilingual p rogram change differentially 
in language achievement from Anglos in the regular English 
program? Anglos in the bilingual p rogram did not change 
differentially in language achievement from Anglos in the 
regular English program. Mean differences are presented in 
table 17 for Anglos of both groups.
Table 17
Anglo Student Experimental and Control Group Mean 
Difference Scores in Language Achievement from 
Pretest to Posttest Obtained from the 
SRA Achievement Series
11 Group ii
Anglos 11 Experimental f Control ii Difference
N 34 43 9
X 72. 0 77.3 5.3
DISCUSSION OF FINDINGS: QUESTIONS 8-14
The general finding for question eight--that bilingually 
instructed students in this study did not change d i f f e r e n ­
tially in English language achievement from students i n s t r u c t ­
ed monoli n g u a l l y - - c o n c u r s  with findings for the Redwood City 
Project as reported by Cohen (1975: 163-164). Cohen reported 
that this finding was similar to results from Spanish-English 
bilingual programs elsewhere in the nation. Findings in 
language achievement also concur with Hord (1976) who r e p o r ­
ted similar results in language achievement for a French- 
English bilingual program.
Comparisons made between females in both groups (ques­
tion 9), males in both groups (question 10), black students 
in both groups (question 11), white students in both groups 
(question 12), Francos in both groups (question 13), and 
Anglos in both groups (question 14) resulted in no s i g n i f i ­
cant difference in language achievement. However, when
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when interactions of group and sex, group and race, group and 
Anglo-Franco classification, group and ability, sex and race, 
sex and Anglo-Franco classification, sex and ability, race
and Anglo-Franco classification , race and ability, and
Anglo-Franco classification and ability were tested, two
interactions were significant. Table 18 presents the results
showing the interactions of group with ability and sex with
race to be significant.
Table 18
Analysis of Variance Based on Difference 
Scores in Language from Pretest to 
Posttest Obtained from the SRA 
Achievement Series
iSource ii df !i F Value !
Mean Square
Group and Sex 1 2 . 7 3289 . 5
Group and Race 1 2 . 3 2782 . 5
Group and A n g l o -Franco 1 0 . 3 415 . 3
Group and Ability 2 4 . 6 5487.0
Sex and Race 1 5 . 9 7059.9
Sex and A n g l o-Franco 1 0 . 8 984. 2
Sex and Ability 2 0 . 0 53.0
Race and Ang l o - F r a n c o 1 0 . 0 20 . 2
Race and Ability 2 0 . 0 21 . 4
An g l o -Franco and Ability 2 0.1 149 . 0
Error 160 --- 1204.2
*Significant at the .05 level
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Although not significant, students in the experimental 
group achieved a greater change in language than students in 
the control group, females gained more than males, and Black 
Francos gained more than Black Anglos in language. Black 
students of high ability gained more from pretest to posttest 
than white students of high ability and Francos of high 
ability gained more than Anglos of high ability.
As illustrated in Table 18, group and ability i nterac­
tion resulted in a significant difference in language 
achievement from p retest to posttest. Table 19 presents 
the mean difference scores in language achievement for 
students of low, average, and high ability in both groups.
Table 19
Educational Ability Level Mean Difference Scores 
in Language Achievement from Pretest to 
Posttest Obtained from the SRA 




— — — [
---- _______________G r o u p ___________________
Bilingual j Control Difference
Ability !i N
i i i i x i N i x i i i
iN i xi
Low 9 65.0 15 87.7 6 22.7*
Average 63 82.1 69 69.3 6 12.8*
High 12 94.0 13 72.3 1 21.7
*Significant at the .05 level
**Significant at the .01 level 
High and average ability students in the experimental
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group achieved a greater gain in language than students 
of comparable ability in the control group. However, low 
ability students in the control group achieved a higher mean 
difference score than low ability students in the e x p e r i m e n ­
tal group. Two contrasts were significant. As illustrated 
on Table 19, the contrast between low educational ability 
level students in the bilingual education group and low e d u ­
cational ability students in the control group resulted in a 
significant difference in mean difference scores to the 
advantage of the low ability students in the control group. 
The contrast between average ability students in the b i l i n ­
gual education group and the average ability students in the 
control group resulted in a significant difference in mean 
difference to the advantage of the average ability students 
in the bilingual education group.
Several speculations are plausible concerning the co n ­
trast made between experimental low ability group and the 
control low ability group. One is that the significant 
difference in English language achievement may be temporary 
and was found in a similar p rogram in Elgin County (Barik and 
Swain, 1974: 392-402). The partial immersion French-English
program in Elgin County is similar to that of Avoyelles 
Parish in respect to language and approach. In another French 
immersion program, Barik and Swain (1975: 1-30) reported that 
student achievement in grades one and two was not sig n i f i ­
cantly different for bilingual p rogram students and m o n o l i n ­
gual English p rogram students. However, after grade three,
students in the immersion p r o g r a m  scored s i g n i f i c a n t l y  lower 
than regular p r o g r a m  students in several E nglish language 
skills. By the end of grade four, the immersion group 
students scored as well or better than regular program 
students. Again, lower a c h i e v e m e n t  on En g l i s h  language 
skills may be temporary.
Since the average ability group and the high ability 
group both showed higher gains in language a c h i e v e m e n t  in 
the experimental group as contrasted with the control group, 
the p o s s i b i l i t y  exists that French language study caused 
interference with the English language skills the students o 
low ability were taught concurrently. Perhaps the low 
ability students in the experimental group experienced some 
confusion due to intrusion of one language upon another as 
Durga (1978: 401-415) found with bi l i n g u a l  S p a n i s h - s p e a k i n g
students. More pr e c i s e  information c o n c e r n i n g  the degree of 
b i l i n g u a l i s m  of students in Durga's study and students in th 
Avoyelles Parish p r o g r a m  would have to be o b tained before 
one could begin to conclude d e f i n i t i t e l y  that such was the 
case. More soci o l i n g u i s t i c  research and p s y c h o l i n g u i s t i c  re 
search is needed c o n cerning dialect, syntactic ability, and 
degrees of F r e n c h - E n g l i s h  bilingualism.
Another speculation concerning the lower language 
achievement of low ability experimental group students could 
be that those: students were more bilingual or experienced 
more French than regular English students of low ability
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causing lower syntactic ability in English as Lucas and 
Singer (1973: 1-22) found with Spanish students. This 
researcher noted syntactical differences between the French 
language and the English language during observations. In 
addition, some vowel sounds in French were confusing to c e r ­
tain students in the program. This researcher suggests a 
contrastive analysis of the two languages be made by the 
pr o g r a m  director and a French Specialist and that differences 
between the two languages be pointed out to the children on 
their level. The Center for Applied Linguistics in W a s h i n g ­
ton has done analyses for many languages and dialects. Thus, 
this additional aid may help the student of low ability in 
both the experimental and regular classes of Avoyelles in 
both French and English language skills.
Also illustrated in Table 18 was the significant d i f f e r ­
ence in language achievement change scores which resulted 
from the interaction of race and sex. Race tested as a main 
effect and sex tested as a main effect were both not shown 
significant to the mean difference in language achievement. 
However, when tested together, the interaction was s i g n i f i ­
cant. Black males gained more from pretest to p o sttest than 
white males. However, white females gained more from p r e ­
test to p osttest than black females. When one of the 
factors (race or sex) was held constant, the trend for 
achievement in language did not hold for the other factor. 
Table 20 presents detailed results.
78
Table 20
Sex and Race Mean Difference Scores in 
Language Achievement Obtained 





i iI x ii i
iN i xi
White 64 67 . 2 59 89.9
Black 22 76. 2 36 73.4
The higher significant mean differences achieved by- 
black males over white males in language may be a result of 
an ability of the black males to overcome black dialect and 
second language interference. Again, more research is need- 
ed before a conclusive statement can be made concerning this 
finding.
QUESTION 15
Does a significant differential change in language 
achievement exist between bilingual education students and 
regular English students of high, average, and low educational 
ability? No significant differential change in language 
achievement existed between bilingual education students and 
regular English students of high educational ability. H o w ­
ever, group and ability interaction made a significant 
difference for students of the other two levels. A sig n i f i ­
cant differential change existed between low ability st u ­
dents in language achievement from pretest to posttest
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in favor of the low ability students in the control group. 
Also, average ability students in the experimental and 
control groups changed significantly different in language 
achievement from pretest to posttest in favor of the average 
ability students in the experimental group. The reader is 
referred back to Table 19 for specific details concerning 
language achievement of students of various ability levels 
already described.
QUESTION 16
Does a significant change in educational ability occur 
from p retest to posttest for students of high, average, and 
low ability in the experimental and control groups? A 
.significant (at the .01 level) change, depending on ability 
level, occured in educational ability from pretest to p o s t ­
test for students in the total population. Low ability s t u ­
dents in the total population gained in educational ability 
from pretest to posttest. Average ability students remained 
about the same in educational ability from pretest to p o s t ­
test. High ability students lost in educational ability from 
pretest to posttest. Also, the mean difference in e d u c a t i o n ­
al ability score for average ability students from pretest to 
posttest was significant (at the .01 level) in favor of s t u ­
dents in the control group. Table 21 details STEA difference 
scores from pretest to posttest for the various interactions 
t e s t e d .
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Table 21
Analysis of Variance Based on Difference Scores in 
Educational Ability from Pretest to Posttest 
Obtained from the Short Test of Educational 
Ability (STEA) Component of the SRA
Achievement Series
Source ii dfi
ii F Value i
it Mean Square i
Group and Sex 1 1.1 178.9
Group and Race 1 0 . 6 106.3
Group and Anglo-Franco 1 0.0 0.1
Group and Ability 2 2.5 410 . 1
Sex and Race 1 0.7 109.7
Sex and Anglo-Franco 1 0 . 5 81.1
Sex and Ability 2 0 . 6 99 . 2
Race and Anglo-Franco 1 0 . 3 55.8
Race and Ability 2 0.1 23.8
Anglo-Franco and Ability 2 0.1 29.9
Error 168 --- 166.8
Results of ability level alone on pretest and posttest 
difference scores in educational ability were significant 
(at the .01 level) for the total population. Two degrees 
of freedom, an F value of 5.3, and a mean square of 822.7 
were established for ability level. Table 22 provides 
specific mean differences for students of various ability 
l e v e l s .
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Table 22
High, Average, and Low Ab i l i t y  Level Student Mean 
Differences in Edu c a t i o n a l  A bility from 
Pretest to Po s t t e s t  Obtained from the 
Short Test of E d u c ational A bility 
(STEA) C o mponent of the SRA 




Ability A verage 138 -0.6
High 26 -10.9
When group and ability interacted, a significant mean 
difference resulted in educational ability in favor of the
control, group. Table 23 illustrates this difference.
Table 23
Group and Ability Level Mean Diff e r e n c e s  in E d u c a t i o n a l  
Ab i l i t y  from Pr e t e s t  to Posttest Obt a i n e d  from the 
Short Test of Edu c a t i o n a l  A b i l i t y  (STEA) 
C o m p o n e n t  of the SRA 
A c h i e v e m e n t  Series


































72 -3.8 66 to • CO 6 6.7**
i ii High i 13 i CD • in
■
13 -13.2 0 4.7
Ability
**Significant at the .01 level
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Di§CUSSION_OF_PINDINGSi_QUESTI0NS_15-16
When group and ability interacted in language ach i e v e ­
ment, students in the low ability control group changed 
significantly greater than students in the low ability e x p e r ­
imental group from pr e t e s t  to posttest. Also, in language 
achievement students in the average ability experimental 
group achieved a significant mean gain over the gain made by 
students of comparable ability in the control group (see 
question 15). In educational ability mean difference, the 
average ability students showed a mean change significantly 
favoring the control group.
Since research has shown that the ability measured by 
the Short Test of Educational Ability (STEA) component of 
the SRA Assessment Survey is "closely related to academic 
achievement, [Science Research Associates, 1972: 72]" results 
of achievement differences and EAS differences may be e x p e c t ­
ed to be similar. However, high ability students in the 
total population lost in mean ability from pretest to p o s t ­
test (see question 16). Low ability students in the total 
population gained in mean ability from pretest to posttest. 
However, these differences may represent regression toward 
the mean. High, average, and low ability students in the 
total population did not achieve a significant difference in 
reading or in language achievement from pretest to posttest 
when effect of ability level was tested.
These differences in educational ability score should 
be investigated further to ascertain whether or not ability
differences are temporary and to ascertain whether or not 
these differences remain constant when more precise measures 
of cognitive development are used. Should the differences 
hold true with other measures of cognitive ability, these 
findings would be in conflict with most research on cognitive 
d evelopment of bilinguals and of bilingual education st u ­
dents .
gUESTION_lZ
Do bilingual students achieve significantly in French 
as measured by the French language ability test? Students 
in the bilingual education classes made a significant gain 
in French language ability from pretest to posttest. This 
difference was significant at the .01 level. The average 
pretest mean score on the "Test d 'acquisition du francais 
du Programme Bilingue de la paroisse d'Avoyelles" was 
14.8 and the average posttest score was 27.9. One hundred 
twenty students in the experimental group were posttested. 
Table 24 details results of the paired t test.
Table 24
French Ability Paired t Test Score Differences Obtained 
from the "Test d 'acquisition du francais due 
Programme Bilingue de la paroisse 
d'Avoyelles" from Pretest to 
Posttest
Source j df ii F Value ii MS
* *Pretest vs. Posttest 1 306 .5 9581.1
** **Significant at the .01 level /el 
DISCUSS I Q N _ Q F _ F I N D I N G S i._2UESTION_ 17
Students in the bilingual education classes made a
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highly significant gain in French language ability from 
pretest to posttest on the language arts section of the 
"Test d 1 acquisition du francais due Programme Bilingue de la 
paroisse d'Avoyelles." The average pretest score was 14.8 
and the average p o s t t e s t  score was 27.9. This difference 
was significant at the .01 level.
Future research could be done to determine the actual 
grade equivalent of student achievement in French when c o m ­
pared with similar students in another French program. Also, 
the French language ability test could be used to check for 
contrasts in the same parish between bilingual French 
students and CODOFIL French students. Information such as 
this may help parish administrators decide how much emphasis 
to give each of the two programs in this parish. French 
language ability of students in such a study could be c o n ­
trasted with students in the bilingual p rogram and the 
achievement level in various content areas for CODOFIL s t u ­
dents could also be contrasted.
Chapter 5
CONCLUSIONS, RECOMMENDATIONS FOR 
FURTHER STUDY, AND SUMMARY
INTRODUCTION
Research concerning the effect of bilingualism and b i ­
lingual education on English reading and language a c h i e v e ­
ment has been contradictory. Some research reports showed 
that bilingual education students scored lower than regular 
English students in English reading and language skills; 
some research showed no significant difference between the 
two groups in achievement; and some studies showed that 
bilingual education enhanced students' English reading and 
language achievement.
This study sought to investigate whether or not second 
grade students in Avoyelles Parish, Louisiana changed 
differentially in reading and language achievement from 
regular classroom students as a result of participation in 
the French-English Bilingual Program. A second purpose was 
to ascertain whether students in the Bilingual Program in 
Avoyelles Parish achieved significantly in French language 
ability. Data gathered and coded for the 278 students in c l u ­
ded group, race, sex, Anglo-Franco classification, edu c a t i o n ­
al ability level, reading and language pretest and posttest
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language ability scores in French, and pretest and posttest 
scores in educational ability. Data was analyzed by computer 
through the Statistical Analysis System at Louisiana State 
University. Significance was set at the .05 level.
CONCLUSIONS
Based on statistical findings of this study, the fo l l o w ­
ing conclusions are made:
1- The change in reading 
received bilingual instruction 
ent from the change in reading 
classroom students.
2- The change in language 
received bilingual instruction 
ent from the change in language 
classroom students.
3- Race, sex and Anglo-Fr 
significant differences in read 
changes for students in the bil 
with students in the regular En
4- Group and educational 
caused no significant differenc 
achievement changes for student 
However, the change in students 
the control group was significa 
achievement than the change mad 
students in the experimental gr
achievement of students who 
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students of average educational ability in the experimental 
group was significantly greater in language achievement than 
the change by students of average educational ability in the 
control group.
5- A significant change in educational ability occurred 
from pretest to posttest for students in the total p o p u l a ­
tion depending on ability level. Low ability students in
the total population gained in educational ability level from 
pretest to posttest. Average ability students remained about 
the same in educational ability from pretest to posttest.
High ability students educational ability scores decreased 
from pre-test to posttest. This may have resulted from r e ­
gression toward the mean. Also, the mean difference in 
educational ability scores for average ability students from 
pretest to posttest was significant (at the .01 level) fa v o r ­
ing students in the control group.
6- Students immersed in French language instruction for 
ninety minutes per day in the bilingual education classes 
made a significant gain in French language ability from p r e ­
test to posttest.
RECOMMENDATIONS AND IMPLICATIONS FOR FURTHER STUDY
Based on results from this study, the following 
recommendations are made:
1- Research is needed to develop an instrument which 
could more precisely obtain a measure of the degree of 
French-English bilingualism of students in French programs of 
various designs. More precise classifications than the
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Anglo-Franco classification used in this study may yield 
different results.
2- Ability level of students in the bilingual program 
made a significant difference in language achievement change. 
Therefore, consideration of the English language achievement 
of students of low educational ability must be made in the 
p l acement of students in bilingual programs. Bilingual st u ­
dents of low educational ability in this study gained s i g n i ­
ficantly less than similar students in the regular English 
c l a s s r o o m s ,
3- Studies on English language achievement of students 
of varying abilities need to be made of F r ench-English s t u ­
dents in bilingual programs in this country and Canada since 
ability level made a significant difference in English l a n ­
guage achievement gain for the student population in this 
study. Findings would aid decision-making concerning the 
placement of various type students into bilingual education.
4- A need exists for studies incorporating contrastive 
analyses of French dialects spoken in Avoyelles Parish with 
standard French and with English. The effect of the dialects 
on French and English language achievement could be 
ascertained. Furthermore, contrasts between the French 
dialects and the English language could be pointed out to 
students, p a r t i cularly those of low educational ability, who 
may be experiencing confusion in English usage due to French 
grammar and p ronunciation intrusions into the English 
language performance.
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5- Periodic evaluations of student performance in 
Avoyelles Parish need to be made to ascertain whether or not 
significant differences found in this study concerning the 
English language achievement and change in ability level of 
students in the bilingual pro g r a m  are temporary.
SUUMABY
The purpose of this study was to investigate whether or 
not second grade students in Avoyelles Parish, Louisiana 
changed d i f f e r entially in reading and language achievement 
from regular classroom students as a result of participation 
in the F r ench-English Bilingual Program. A second purpose 
was to ascertain whether students in the bilingual program 
achieved significantly in developing French language ability.
Results of this study were:
1- Bilingual students did not change differentially in 
reading achievement from regular classroom students.
2- Females in the bilingual program did not change 
differentially in reading achievement from females in the 
regular English program.
3- Males in the bilingual p rogram did not change 
differentially in reading achievement from males in the 
regular English program.
4- Black children in the bilingual pr o g r a m  did not 
change differentially in reading achievement from black 
children in the regular English program.
5- White students in the bilingual program did not 
change differentially in reading achievement from white
students in the regular English program.
6- Francos in the bilingual p rogram did not achieve 
differentially in reading achievement from Francos in the 
regular English program.
7- Anglos in the bilingual pr o g r a m  did not change 
differentially in reading achievement from Anglos in the 
regular English program.
8- Bilingual p r o g r a m  students did not change d i f f e r ­
entially in language achievement from regular classroom 
s t u d e n t s .
9- Females in the bilingual p rogram did not change 
differen t i a l l y  in language achievement from females in the 
regular English program.
10- Males in the bilingual pro g r a m  did not change 
differentially in language achievement from males in the 
regular English program.
11- Black children in the bilingual p rogram did not 
change differen t i a l l y  in language achievement from black 
children in the regular English program.
12- White students in the bilingual pro g r a m  did not
change d i f f e r entially in language achievement from white 
students in the regular English program.
13- Francos in the bilingual p rogram did not change
differentially in language achievement from Francos in the 
regular English program.
14- Anglos in the bilingual p r o g r a m  did not change 
differentially in language achievement from Anglos in the
91
regular English program.
15- Among students of high educational ability, no 
significant differential change in language achievement 
existed between bilingual education students and regular 
English students. However, group ability interaction made a 
significant difference for the other two levels. The change 
in language achievement for low ability students in the e x ­
perimental and control groups was significnatly different 
from pretest to p osttest in favor of the low ability students 
in the control group. Also, the change in language a c h i e v e ­
ment for average ability students in the experimental and 
control groups was significantly different from pretest to 
p o sttest in favor of the average ability students in the 
experimental group.
16- A significant change in educational ability occured 
from p retest to posttest for students in the total population 
depending on the ability level. This may represent regression 
toward the mean. Low ability students in the total population  
gained in educational ability, average ability students r e ­
mained the same in educational ability, and high ability stu­
dents lost in educational ability from pretest to posttest.
Also, the mean difference in educational ability score for 
average ability students from pretest to p osttest was 
significant in favor of students in the control group.
17- Students in the bilingual education classes made a 
significant gain in French language ability from pretest to 
posttest. This difference was significant at the .01 level.
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APPENDIXES
APPENDIX A
Rt. 1, BOX 525 
Marksville, La. 71351
September 25, 1978
Mr. James L. Bordelon 
Superintendent 
Avoyelles Parish Schools 
201 Tunica Drive West 
Marksville, La. 71351
Dear Mr. Bordelon,
The Avoyelles Parish Bilingual Program has been of interest 
to me since 1976 when plans were being made by this Parish 
for beginning the program. As a student in the Doctor of 
Philosophy degree program at Louisiana State University, I 
am now especially interested in this program.
I would like permission to conduct an educational research 
study of the second-grade students of Avoyelles Parish for 
the 1978-1979 school term. Specifically, I would like to 
investigate whether significant changes in language arts 
achievement will exist for students as a result of 
participation in the French-English Bilingual Program.
Also, I wish to ascertain whether students in the 
Bilingual Program will achieve significantly in French 
language ability.
This study will be in the form of a doctoral dissertation 
and will be under the direction of Dr. Eric L. Thurston of 
Louisiana State University. Results obtained by this study 
will be analyzed during the summer of 1979 and a copy will 
be given to the director of the Bilingual Program.
As part of my study, I will need permission to observe the 
foreign associate teachers. Also, I will need to obtain 
SRA pre-test and pobt-test scores, French language ability 
pre-test and post-test scores and other data as mentioned 
in our earlier conversations.
I appreciate your interest in my study and your 
consideration of this request. Please send me your 
response as soon as possible as I wish to begin my 
observations on October 16, 1978.





BILINGUAL LANGUAGE ARTS OBSERVATIONS
School: Regular Classroom Teacher:
Date:
Grade: Foreign Associate Teacher: 
Teacher Aid:
Time: Observer
Instructions: After observing the bilingual language arts
lesson, check and comment where appropriate 
on each section of this form.
I - Methodology and Materials:
A- Instruction was given by:
 1- foreign associate teacher
 2- regular classroom teacher
 3- teacher aid
 4- whole team
 5- other
Comments:
B- Instructional method was:
 1- whole-class instruction
 2- grouped instruction











II ” Percentage of lesson time during which French was spoken: 


















 less than 50%
Comments:
III- Students' general attitude:
 A- interested and attentive
 B- disinterested
 C- disciplined (externally)
 D- undisciplined
 E- cooperative and responsive
 F- unresponsive
Comments:
IV- Reinforcement of English' language skills:
(taught or soon to be taught by regular classroom 
teacher). Consult lesson plan(s) of regular 
classroom teacher.
 A- vocabulary
 B- phonetic analysis
 C- structural analysis
 D- Comprehension









Friday, October 20 
Monday, November 13 
Wednesday, December 6 
Friday, January 19 
Monday, January 29 
Wednesday, March 7
of the Week) Mon. Wed. Fri. Mon. Wed. Fri.
Weeks 1&2 class1 2 3 4 5 6
Weeks 3&4 6 1 2 3 4 5
Weeks 5&6 5 6 1 2 3 4.
Weeks 7&8 4 5 6 1 2 3
Weeks 9&10 3 4 5 6 1 2
Weeks 11&12 2 3 4 5 6 1
(Oct. - Dec., 1978 and Jan. - March, 1979)
Class #1: Class #2:
Monday, Oct. 16 Wednesday, October 18
Wednesday, November 8 Friday, November 10
Friday, December 1 Monday, December 4.
Monday, January 15 Wednesday, January 17
Wednesday, February 7 Friday, February 9
Friday, March 16 Monday, March 5
Class #4:
Monday, October 23 
Wednesday, November 15 
Friday, December 8 
Monday, January 8 
Wednesday, January 31 
Friday, March 9
Class #5;
Wednesday, October 25 
Friday, November 17 
Monday, November 27 
Wednesday, January 10. 
Friday, February 2 
Monday, March 12
Class #6:
Friday, October 27 
Monday, November 6 
Wednesday, November 29 
Friday, January 12 




Test dacquistion du fran^ais 
du Programme Bilingue 




T e a c h e r  ----------------------------- :-------------
Specialist
St. Martin Parish Bilingual Program 
Project ADDE, I.af aye tty Parish 
Project SAVOIk,Evangeline Parish


















LA CHAISE LE CRAYON
LA POUPEE LA PORTE
LE PERE LA POULE
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IL COURT EtLE MARCHE
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5
a  EtLE CHERCHE 
a  IL SAUTE
ELLE SAUTE□
□  II CHERCHE
a  IL DORT 
o  ELLE JOUE
ELLE DORT□
j 1 IL JOUE
a  LE CARJOH EST 'SOUS LE CHEVAL.
I I LE OAR^ON EST SUR LE CHEVAL.
a  1A FILLE EST SUR LE CHEVAL. 
n  LA FILLE EST SOUS LE CHEVAL.
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CINQ HEURES ET DEMIE 
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TROIS HEURES ET DEMIE
SIX HEURES
UNE HEURE ET DEMIE
SEPT HEURES
TROIS HEURES ET DEMIE
NEUF HEURES
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FILL OUT ONE FORM PER FAMILY 
****************************
LOUISIANA STATE DEPARTMENT OF EDUCATION 
PARENTAL SURVEYS OF HOME LANGUAGES - AVOYELLES PARISH
Dear P a r e n t (s)/Guardian (s ) ,
Please take the time to answer several questions about 
the language(s) spoken in your home. With your help, we can 
work together to give your children the very best that our 
schools can offer. Your p articipation is very important.
Please answer the questions on this form. Once again, 
we deeply appreciate your cooperation in helping us to p r o ­
vide a better education for your children.
Check one or more of the following which best describes 
jgur home background.
------ English American . ------Italian American
 -.-French ' American ------American Indian
------ Spanish American -----------------------Prefer not to say
Please check only ONE which further describes your
SiJii^lE§sIl§_§§sS3E2!lsI •
------BLACK (Black, Negro, Afro-American, African descent,
Trinidadian, Jamaican, West Indian)
------ASIAN (A s i a n - A m e r i c a n , Japanese, Chinese or Korean
descent)
------FILIPINO (Filipino-American, Filipino descent)
------INDOCHINESE (Vietnamese, Cambodian, Laotian)
------WHITE (White, Anglo, Pakistani, East Indian,
European descent)
------SPANISH ORIGIN/LATINO (Chicano, Mexican, Puerto Rican,
Latin American or Spanish descent)
------OTHER (Aleut, Eskimo, Malayan, Thai, other nonwhite not
specified above)
------PREFER NOT TO SAY
1. Father's Full Name
7 Last! 7FlritT
2. M o t h e r ’s Full N a m e __________
TLastJ "(First! (Maiden)
3. Names of all children ages 3 through 18, including 
dropouts. Give the child(ren)'s full n a m e ( s ) , a g e ( s ) ,
123
grade(s), and s c h o o l ( s ) .
, NAME AGE GRADE SCHOOL
1.___________________________





4. Do your children hear a language other than English 
spoken when they are not in school?
Y E S -----  N O ------
5. Do they hear the other language (check one)
Most of the time  Some of the t i m e   Not very often--
6. Is the other language spoken by: (check one or more)
The father  The m o t h e r   The G r a n d p a r e n t (s )---
Others (specify)---
7. When another language is spoken, do your children (check 
o n e )
Understand most of what is sa i d ?   Understand some of
what is said?  Understand very little of what is
said?  Understand nothing of what is sa i d ?---
8. Do your children speak the other language (check one)
Much of the time?--- Some of the ti m e ?   Not very
o f t e n ?   N e v e r ?---
9. If your child will be entering Kindergarten next school 
year, do you want him/her to take part in a French- 
English Bilingual Program?
Y E S   NO---
FILL OUT ONE FORM PER FAMILY 
****************************
APPENDIX F
% ? o t / e l l e $ £ h r i s h  S c h o o l Z B o a d
Federally Assisted Programs 
201 Tunica Drive West
MARKSVILLE. LOUISIANA 71351 
13 octobre 1978
Mrs. Paula M. Childress 
205 North Monroe 
Marksville, Louisiana 71351
Dear Mrs. Childress,
The office of bilingual education of the Avoyelles Parish 
School Board has received your request to conduct an educational 
research study of the second grade students of Avoyelles Parish In 
order to investigate achievement levels of students participating 
In the bilingual program.
I have discussed this matter with the superintendent, Mr. James 
L. Bordelon, and we are in agreement that an empirical study of this 
type should be beneficial in order to measure the impact of bilingual 
education in Avoyelles. It is my pleasure to inform you that you 
are hereby authorized to conduct your research study in our parish.
If we .can be of any other service to you, please do not 





4mes L. Bordelon, Superintendent
1 25
Number of individual students in the study
Number of individual students by groups
n oHe33
Group: 1= experimental; 2= control u>
Anglo-Franco classification: l=Anglo; 2=Franco
Race: 1= white; 2= black 
Sex: 1= male; 2 -  female 
Pre-educational ability score (EAS)
in
Post educational ability score (EAS)
? r e “r lading" ac Hie vemenCgrSwffi “ scale" value"
.(GSV)
Pre language achievement growth scale value
(GSV)





Post language achievement growth scale value
(GSV) to
Pre French ability score
Post French ability score
Difference in GSV from pre to post in reading in
Difference in GSV from pre to post in language 
Difference in EAS from pre to post
Difference in French ability score from pre
to post
Ability level: 1= low ability; 2=average






S T A T I S T I C A L  A N A L Y S  I S  S Y S T E M  1 3 : 1 4  THURSDAY, JULY  3 .  I 9 6 0  I
DBS 1 0  CROUP ANG.FRA RACE SEX PR EE A S PQ ST E A S PREGSVR PREG SVL POSTGSVR POSTGSVL PAEFRA POSTFRA DGSVR OGSVL OEAS ORA A B IL IT Y
t 1 1 1 2 2 99 es 145 178 198 222 15 18 53 44 -14 3. 22 2 1 2 1 2 95 88 74 100 182 193 13 22 108 93 -7 9 23 3 1 1 1 1 120 114 139 125 • • 11 22 • • -6 11 34 4 1 2 1 1 102 91 154 150 165 204 12 20 31 54 -11 a 25 5 I 2 1 2 11 7 99 ISO 150 239 241 17 • 89 91 -18 • 36 6 1 2 2 2 108 96 85 92 207 193 14 20 122 101 712 6 2? 7 1 1 I 1 • 82 95 145 93 175 13 8 •2 30 • -5 18 6 1 2 1 1 108 102 116 109 260 .222 U 14 144 113 -6 3 29 9 1 2 1 2 102 99 158 168 260 272 16 24 102 104 -3 8 210 10 1 1 1 2 III 107 190 209 255 283 19 24 65 74 -4 5 211 11 1 1 2 1 • 91 • • 120 175 13 17 • • • 4 112 12 1 1 2 2 71 65 132 100 • • 12 22 • • -6 10 113 13 1 2 1 1 129 no 211 174 307 306 16 21 96 132 -19 5 314 14 1 2 2 2 102 91 177 183 227 256 16 25 50 73 -11 9 2IS IS 1 2 1 1 101 70 1 45 100 • • 9 17 • • -31 a 216 16 1 2 1 1 87 99 167 145 270 256 12 23 103 111 12 11 217 17 1 2 1 1 124 110 154 183 250 245 14 21 96 62 -14 7 318 18 1 1 2 1 78 66 116 66 • • 9 16 • • -12 7 . 119 19 1 2 1 2 III 88 139 156 188 204 12 17 49 48 -23 5 220 20 1 2 1 120 137 275 263 327 345 16 31 52 82 17 15 221 21 1 1 1 10S 94 85 128 • • 8 IS • • -11 7 222 22 1 2 2 2 117 110 216 198 327 297 17 31 111 99 -7 14 323 23 1 2 1 1 124 114 234 191 327 306 18 28 93 US -10 10 324 24 1 1 1 2 87 89 as 12S 203 214 13 18 118 89 -7 5 225 25 1 1 2 1 65 35 89 76 2 00 245 9 14 1 11 169 20 5 126 Jb 1 I 2 1 • 91 • • 182 214 10 13 • • • 3 127 27 1 2 1 1 129 137 275 217 , 327 289 18 25 52 72 8 7 328 28 1 2 2 66 80 85 96 190 201 9 14 105 105 14 5 129 29 1 2 1 2 120 118 251 235 327 345 18 32 76 110 -2 14 330 30 1 2 I 102 82 ISO 82 207 201 9 19 57 119 -20 10 231 31 1 1 2 2 111 104 177 170 299 209 • 28 122 119 -7 • 232 32 1 2 1 1 98 102 125 121 277 252 15 22 152 131 4 7 233 33 1 2 2 2 120 110 145 174 270 277 17 28 125 103 -to 11 334 34 1 2 1 2 91 107 1 16 118 246 260 9 23 130 142 16 14 235 35 1 1 1 1 95 83 74 105 • • 3 a • • -7 5 236 36 1 1 2 1 97 102 65 109 215 249 9 28 130 140 5 19 237 37 I 2 2 2 80 91 161 172 203 245 13 21 42 73 11 8 238 36 1 2 1 # 77 • • 174 160 6 14 • • • a 139 39 1 2 1 1 95 99 1 16 154 193 187 10 19 77 33 4 9 240 40 1 I 1 1 1 09 38 171 168 270 226 14 19 99 58 -21 S 241 41 1 2 1 1 117 102 161 125 2 03 1 00 11 19 42 55 -15 a 342 42 1 2 1 214 104 167 156 277 233 14 26 no 127 -10 12 343 43 1 2 I 1 97 110 132 96 207 180 9 21 75 84 13 12 2
44 44 1 1 2 2* 71 dS 125 109 166 135 6 22 41 26 14 16 145 45 1 2 1 2 • 94 • • • « 11 10 • • • -1 146 4 6 1 1 1 • 82 • • 130 126 25 33 • • • a 147 47 I 1 2 2 93 85 154 154 185 189 31 55 31 35 -8 24 243 48 1 1 2 1 • 65 1 16 62 8/ 93 20 46 -29 36 • 26 149 49 I 2 2 93 94 154 143 230 195 35 47 76 52 1 12 2SO 50 1 2 1 1 97 96 85 113 169 126 29 44 84 13 -1 15 2St 51 1 2 I 2 111 no 161 183 22 0 2 72 34 66 59 89 -1 32 2S2 52 1 2 1 2 10S 99 145 160 227 260 31 55 82 100 -6 24 2S3 53 1 2 1 2 • 96 • • 277 252 41 52 • • • 11 154 54 1 2 1 1 • 94 • • 205 218 22 57 • • • 35 155 55 1 1 1 1 93 82 105 128 102 169 38 SO 77 61 -ii 12 256 56 1 1 2 2 • 88 • • 138 117 24 SO • • • 26 1
O'
CODED DATA (Continued)
S T A T I S T I C A L  A N A L Y S I S  S Y S T E M  13114 THJRSDAY. JULY 3< 1983 2
QBS ID GROUP ANG_FRA RACE SEX PREEAS POSTEAS PREGSVR PREGSVL POSTGSVR po st g sv l PREFRA PQSTFRA DGSVR OGSVL OEAS ORA ABILITY
57 57 1 1 2 2 e s 85 105 128 99 175 28 46 - 6 47 0 18 2
58 56 1 2 1 2 97 88 150 178 239 283 39 66 89 105 -9 27 2
59 59 1 2 1 1 • 88 a a 230 195 a a a a a a I
60 60 1 c. 1 2 78 94 154 172 165 178 35 47 31 6 16 12 1
61 61 1 2 1 2 93 85 164 145 222 268 41 60 58 123 - 8 19 2
62 62 1 2 1 2 97 104 201 198 299 297 39 67 98 99 7 28 2
63 63 1 1 2 2 • 77 a a a a a • a a a • 1
64 64 1 2 2 1 77 66 53 10S 138 149 28 36 85 44 -11 a 1
65 65 1 1 2 1 • 80 • a a a 19 34 a a a IS 1
66 66 1 1 1 1 • 85 • a 243 229 12 62 a a a 50 1
67 67 I 2 1 135 110 139 160 230 241 37 56 91 81 -2 5 19 3
6fi 66 1 1 2 2 87 82 139 115 163 173 23 53 ‘ 24 58 - 5 30 2
69 69 1 1 2 1 • 80 a a a a 19 44 a a a 25 1
70 70 1 2 1 1 105 91 164 154 227 233 10 27 63 79 -1 4 1 7 2
71 71 I 2 1 1 a 102 a a a a 7 21 a a a 14 1
72 72 1 2 2 2 97 72 156 92 a a a 13 a a -2 5 5 2
73 73 1 2 1 1 • 88 125 118 a a 6 28 a a 22 174 74 1 2 1 2 OS 102 201 168 260 306 18 35 59 138 17 17 2
75 75 1 2 1 1 66 66 105 96 a a 5 14 a a 0 9 1
76 76 1 2 1 2 97 104 154 160 250 233 17 27 96 73 7 10 2
77 77 1 2 2 2 71 72 116 56 • a 9 20 a a 1 11 1
78 78 1 1 1 2 89 96 190 183 277 289 11 30 87 106 7 19 2
79 79 1 2 1 2 • 94 • a 217 198 9 28 a a a 19 1
80 80 1 2 2 1 93 94 145 137 246 211 15 29 101 74 1 14 2
8 1 31 1 2 1 1 a 94 • a a a a 14 a a a a 1
82 62 1 2 1 2 i n 110 194 160 283 268 13 33 89 108 - I 20 2
e3 83 1 2 1 2 105 114 194 172 270 268 16 31 76 96 9 15 2
84 84 1 2 1 2 102 107 161 178 299 245 a a 138 67 5 a 2
85 65 1 2 1 1 a 77 a a a a 23 29 a a a 6 1
86 86 1 2 1 1 91 55 74 72 a a to 26 a a -3 6 16 2
87 37 I 1 2 2 85 104 ISO 145 225 252 13 30 75 107 19 17 2
66 68 1 2 2 2 91 102 156 143 222 229 IS 35 64 86 11 20 2
69 59 t 2 1 2 93 96 1 16 164 217 256 17 34 101 92 3 17 2
90 90 1 2 1 2 97 104 150 128 239 241 13 28 89 113 7 15 2
91 91 1 2 2 1 95 65 158 128 215 233 13 34 57 105 -1 0 21 2
92 92 1 1 2 2 69 80 74 100 174 182 8 27 100 82 - 9 19 2
93 93 1 2 1 2 • 82 139 145 a a 9 28 a a a 19 1
94 94 1 2 1 1 84 70 1 16 143 a a 10 20 a a -1 4 10 2
95 95 1 2 1 2 105 107 171 191 233 260 10 30 62 69 2 20 2
96 96 1 1 2 2 as 68 39 72 a a 7 16 a a -1 7 9 2
97 97 I 2 2 1 78 66 39 139 177 211 7 24 138 72 -1 2 17 1
96 93 1 2 2 as ’ 77 53 82 a a 9 14 a a -8 5 2
99 99 1 1 2 2 a 66 • a a a 3 20 a a a 1 7 1
100 100 1 2 1 1 97 107 154 143 265 233 12 21 i n 90 10 9 2
101 101 1 2 1 2 102 96 tsa 198 233 277 12 31 75 79 —6 19 2
102 102 1 1 2 2 71 65 74 128 a a 10 21 a a -6 11 1
103 103 1 2 1 1 73 80 132 125 a a 11 29 a a 7 18 1
10 4 104 1 1 1 1 78 88 45 66 a a 3 a a a 10 a 1
105 105 1 2 t 1 106 88 164 183 160 185 9 18 -4 2 -2 0 9 2
106 106 I 2 I 2 87 85 1 71 174 198 207 8 a 27 33 -2 a 2
107 107 1 1 1 111 91 05 125 215 196 11 24 130 71 -2 0 13 2
1 06 108 1 1 2 2 105 80 171 164 190 264 12 29 19 100 -2 5 17 2
109 109 1 1 2 1 108 80 177 103 236 245 9 21 59 52 -23 12 2
110 110 1 2 1 2 99 v 96 167 188 270 256 10 a 103 68 —3 a 2
1 1 1 111 1 1 1 2 • . 72 • a 182 222 8 26 a a a 18 1
























































S T A T I S T I C A L  A N A L Y S I S  S Y S T E M  1 3 : 1 4  THURSDAY* JU L Y  3 .  1 9 8 0  3
1 0  CROUP ANG.FRA RACE SEX PR EEA S PO ST ER S PREGSVR PREGSVL POSTGSVR POSTGSVL PREFRA  PO STFRA  DGSVR 0G SV L OEAS DRA A B IL IT Y
113 1 2 2 2 99 99 181 191 250 • 12 • 69 • 0 • 2
114 1 2 2 2 66 88 95 156 205 • 11 20 1 10 • 22 9 1
115 1 1 2 2 05 86 167 191 200 214 8 • 33 23 1 • 2
116 1 2 1 1 97 99 181 113 163 185 13 17 -1 8 72 2 4 2
117 1 2 1 1 09 88 177 154 146 189 7 23 -31 3S -1 16 2
118 1 1 2 2 95 85 154 105 188 216 14 27 34 111 -1 0 13 2
119 1 1 t 1 • 77 • 0 169 193 12 17 • • • S 1
120 1 2 1 1 111 118 190 125 230 226 . 12 31 40 101 7 19 2
121 1 1 2 1 70 82 132 76 •67 173 I I 19 -6 5 97 12 8 I
122 1 1 1 85 99 164 113 160 187 • 12 IS -4 74 14 3 2
123 1 1 2 2 83 82 190 118 174 184 12 19 -1 6 66 -1 7 2
124 1 2 1 I 89 91 150 109 87 173 10 20 -6 3 54 2 10 2
125 1 1 2 2 97 123 161 118 207 2 6 0 ; 13 21 46 142 26 a 2
I 2 1 2 2 82 77 ISO 160 210 214 • • 60 54 - 5 • 2
2 2 1 2 1 82 70 132 100 174 161 0 • 42 61 -1 2 • 2
3 2 2 2 1 102 96 164 183 236 233 • • 72 50 - 6 • 24 2 1 2 2 97 99 174 150 193 189 • • 19 39 2 • 2
5 2 2 1 1 108 123 186 201 243 256 0 • 57 SS 15 m 2
6 2 2 1 1 114 96 167 217 203 249 • 36 32 -1 8 0 3
7 2 1 1 2 93 96 125 145 239 272 • • 114 127 3 0 2
8 2 2 1 I 70 • 63 72 227 218 • • 164 146 0 0 I9 2 2 1 1 120 114 164 168 239 264 • • 75 96 -6 • 3
10 2 2 1 1 78 72 116 156 177 191 • • 61 35 - 6 • 1
1 2 2 1 • 82 • • 195 182 • • • • • • 1
12 2 1 2 • • 0 • 193 226 • • • • • 1
13 9 1 1 2 91 65 85 150 227 218 • • 142 63 -2 6 • 2
14 2 1 1 I 117 118 95 134 227 233 • • 132 79 1 • 3
15 2 I 1 2 91 114 145 174 207 237 • • 62 63 23 0 2
16 2 1 1 1 87 94 125 125 190 191 • • 65 66 7 0 2
17 2 1 I 124 • • • 185 241 • • • • • 0 3
18 2 1 1 1 • • 0 • 138 182 0 • • • 0 0 1
19 2 1 1 1 124 110 211 217 299 289 • • 88 72 -14 0 3
20 2 1 1 2 • 0 a • 307 345 • • • • - • 1
21 2 1 I 07 104 95 113 230 233 0 • 135 120 17 0 2
22 2 2 1 1 * 99 a • 193 4 229 • • 0 • 0 0 1
23 2 2 1 2 105 123 145 156 225 233 0 • 80 77 18 0 2
24 2 1 1 2 93 110 186 201 317 306 0 0 131 105 17 0 2
25 2 2 2 85 110 158 168 260 283 • 0 102 115 25 0 2
26 2 1 1 • 80 a • 227 226 0 • • • 0 0 1
27 2 1 1 1 • 85 a • 160 169 • 0 • 0 0 0 1
28 2 2 2 • 96 a • 177 214 0 • • 0 0 0 1
29 2 2 2 • • a • 250 269 • • 0 0 0 • I
30 2 2 2 66 91 as 96 205 , 207 0 • 120 111 23 • 1
31 2 2 1 2 * • a a 168 178 • • • • 0 • 1
32 2 2 1 2 83 96 174 174 260 268 • • 86 94 13 • 2
33 2 2 1 1 95 107 105 121 150 108 • • 45 - 1 3 12 • 2
34 2 2 1 1 108 102 174 137 1 04 . 117 • • -7 0 -2 0 -6 • 2
35 2 2 I 2 91 104 105 125 190 211 • 0 85 86 13 0 2
36 2 2 1 2 68 88 174 86 233 249 • 0 59 163 20 0 1
37 2 2 1 2 • • a • • 195 • 0 • • • • 1
38 2 2 1 1 117 102 ISO 160 222 237 • 0 72 77 - 1 5 • 3
39 2 2 1 1 H I 110 171 198 ■ 210 198 • 0 39 0 -1 • 2
40 2 2 1 2 105 • 95 154 243 233 • • 148 79 • 0 241 2 1 2 89 107 198 183 233 241 • 0 35 53 18 • 2
42 2 2 1 2 97 104 190 174 265 272 « • 75 98 7 • 2
43 2 1 1 2 • • a a ISO 98 • 0 • 0 • • 1
22222222222222222222222222222222222222222222222222222222
CODED DATA (Continued)
S T A T I S T I C A L  A N A L Y S I S  S Y S T E M  13 2  1 4  THURSDAY. JULY  3 *  I 9 6 0
ANG.FRA RACE SEX PR EE A S PO STEA S PREGSVR PREGSVL POSTGSVR POSTGSVL PREFRA POSTFRA DGSVR OGSVL 0E A 3 ORA A B IL IT Y
21222222212122111222221212112
2
221 1 1 12 112 2 11 ft 1 1 ft2 ft12 2 2 1 t 1
t22ft11211 ft2 2 1 1 ft 1 ft I ft1 1 1 ft ft2 1 1 2 t12 2 2 ft 212 1 2 1 2 2 2 2 2 1 1 2 2 ft 2 ft ft 2 2 2






















































158 137 150 175 . • - 8 33 19 • Z
• • 200 264 . 0 * • • •. 1
145 118 227 222 . 82 104 • « ft
0 0 177 201 . • • • • • 1as 132 185 229 . • too 97 2
216 1 83 270 330 . • 54 147 * 1 8  • 3• • 130 98 . • • • • • ft
• • 260 245 . • ■ • • • • 1
95 125 142 178 . • 4 7 53 44 • 1
0 • 150 161 • • • • • 1• • 1 82 233 . • • • • • 1161 178 193 222 . • 32 44 *17 • 2171 201 283 277 , • 112 76 25 • 2• « 220 268 . • • • • • ftISO 137 236 195 • 86 58 25 • 2164 133 227 245 . • 63 52 17 • 2150 178 200 237 . • 50 59 -33 • 3• • 233 233 . • • • • 0 1139 145 233 216 • 94 71 *12 • 253 128 1 72 241 . • 119 113 9 • 2116 156 160 187 . • 44 31 —6 • 174 100 146 182 . • 72 82 • • ft95 145 210 214 . • 115 69 15 • 2• • 130 180 • • • » • ft• 1 60 165 . • • • • • 1• • 150 173 . • • • • • 1




00 s 10 GROUP ANG_FRA RACE SEX
S T
PREEAS
A T I S
PDSTEAS




A L Y S
POSTGSVR








225 100 2 1 1 2 65 65 95 105 166 229 • • 71 124 0
2 26 101 2 1 2 • 99 139 123 239 264 • • 100 136 •
22 7 102 2 1 1 1 • 0 • • 185 184 • • • # 0
22 8 103 2 2 1 120 t l 8 154 191 210 207 • • 56 16 -2
229 104 2 2 1 1 93 96 145 150 ! 85 175 • • 40 25 3
230 105 2 1 2 99 96 139 128 207 229 • • 68 101 -3
231 106 2 2 1 2 95 102 132 145 185 201 » • 53 56 7
23 2 107 2 1 1 • • • • 110 161 • • • • •
233 208 2 2 1 1 97 90 132 156 21 7 201 • « 85 45 - 7
234 109 2 2 1 • 0 • • 291 2 72 • • 0 • •
235 110 2 2 1 1 • • • • 212 182 • • 0 0 0
236 111 2 1 1 124 110 167 160 220 249 • • 53 89 -14
237 112 2 1 2 1 93 104 74 123 157 178 • • 83 50 11
238 113 2 1 2 2 • 94 • • 134 108 ' • • • • .
239 114 2 2 1 2 77 70 150 128 190 195 • • 40 67 - 7
240 115 2 1 2 2 93 36 105 129 182 222 • • 77 93 - 7
24 1 116 2 1 2 2 87 as 154 150 220 245 • • 66 95 1
2 42 117 2 1 1 2 108 114 190 178 291 272 • • 101 94 6
243 118 2 1 2 2 73 8S 139 150 188 218 • • 49 68 12
244 119 2 2 1 2 97 110 161 168 255 268 • • 94 100 13
245 120 2 1 1 1 • 145 • • 307 345 • • • 0 •
246 121 2 2 1 1 102 107 154 128 210 229 • • 56 101 s
24 7 122 2 1 2 2 • • • 193 226 • 0 0 0 •
246 123 2 1 2 1 89 70 145 125 166 180 • 0 21 55 -1 9
24 9 124 2 1 I 2 108 • 190 188 250 283 • • 60 95 •
250 125 2 1 I 1 95 85 95 143 134 184 • • 39 41 -1 0
251 126 2 2 2 1 • 94 • • 146 142 • • 0 0 •
252 127 2 2 2 1 • • • • 142 178 « • 0 • •
253 123 2 i I 1 124 107 164 143 205 198 • 0 41 55 -1 7
254 129 2 1 1 1 142 123 211 1 91 327 289  ♦ 0 116 98 -1 9
25 5 130 2 1 2 2 • • • • 195 204 • 0 • • •
25 6 131 2 2 1 2 c 99 • • 174 191 0 • • •
257 132 2 2 1 1 70 • 116 118 195 187 • 79 59 0
256 133 2 2 1 t 95 99 74 118 270 264 • • 196 146 4
259 134 2 2 1 2 99 75 125 128 134 98  • 0 9 -3 0 -2 4
260 135 2 1 2 2 • • • • 76 126 • • • • •
261 136 2 2 1 1 124 102 139 121 1 77 165 « 0 38 44 -1 2
262 137 2 2 1 2 114 110 145 164 239 241 • 0 94 77 -4
263 138 2 1 2 1 • 75 • • 150 126 • 0 0 • •
264 139 2 1 2 1 • • « • 130 135 • 0 0 • •
26 5 140 2 1 2 2 • • • • 150 142 • 0 0 • 0
266 141 2 1 2 2 80 72 171 1 82 174 198 • 0 3 16 -8
267 1*2 2 1 2 2 • 72 • • 134 126 • 0 • • 0
268 143 2 1 2 2 89 80 132 145 183 195 • 0 56 50 - 9
269 144 2 2 2 1 85 70 116 113 172 180 • • 56 67 -1 5
270 145 2 2 1 2 97 96 139 143 2J6 272 • • 97 129 -1
271 146 2 1 1 1 99 72 105 118 174 211 • • 69 93 -2  7
272 147 2 1 2 2 91 91 132 143 169 173 • 0 37 30 0
273 148 2 1 2 1 99 99 139 132 1 IS 193 • 0 -2 4 61 3
274 149 2 2 1 2 95 99 1 45 137 212 226 • 0 67 89 4
275 ISO 2 1 2 82 94 S5 11 3 146 182 • 0 61 69 12
276 151 2 1 2 1 99 91 132 96 142 126 • 0 10 30 -8
277 152 2 1 2 2 102 96 isi 183 283 283 • • 102 100 - 6




READING ACHIEVEMENT SCORES OP STUDENTS OF VARIOUS CLASSIFICATIONS
ii r —  ■i
iii_ Anglo
ii Franco
ii 1Black i White ii Black i1 White ii i i ir----- 1------r•pc ii_LowJ Med.j High J Low J Med. J^High [ Low J Med. J High [Low [Med. [ High j0) i i i i I i i i — 1---- •*1----- TS•H N ! 3 | 2 | ! 1 ii 4 [ - j 2 { 2 ! - l ! 15 ! 8 I
u ___1._____ I______i_ i I i I i i I i i0) naic _ 1 i i I i i r ---- 7 i I ' 1 ----- 1ax X 1I 5.7 [94.5 | ! ~ 2 [75.5 ; - J 1115 | 7 9 J - [ - [54.7 [ 79 {w
N J 1 ! 12 ! - i - 11 3 ! - J 1 J 5 ! 2 J 2 | 21 } 2 !
Female --- 1.
X  I ___1
41 ! 4 2 . 4i i
i
i 11 90 J  -l liio !i i 69.4 118i I 68 i 1 84. lil I 8 2.51 I I i ■ 1 I T  T I — ,----"I “i11 i ! io ! i 11 8 ! 5 I l 2 ! - ! 5 ! 13 ! 5 IN i i i i 1 I l I 1 l i i
Male ___I. i i i 1 I t l 1 l i io X  [ 22 J50.7 ! i 11 60.6 [86 I I 64 | ! 79 ! 64.8| 55.4 !
+»C
0 N  ! 1 113 i i1 2 11 I10 i 1 l l I 3 I
I lI 3 I I 113 I 2 •U Female 1. I i I 1 I l i l I I i
X  1 1 49 [55.7 j [85. 5 ! 87.2 [5 0 }79.7 j I ! 57 | 85. 8[ 74 !
APPENDIX I
LANGUAGE ACHIEVEMENT SCORES OF STUDENTS OF VARIOUS CLASSIFICATIONS
1
Anglo 11 Franco
Black 1 White 1 Black 1 White 1H 1 1 1<U4J
a Low 1 Med .j High j Low ' M e d . High! Low! Med. j High {Low Med. High {
<u I 1 1 1 1 1e A I 2 1 1 1 4 1 - l 2 1 2 1 — 1 15 1 8 1•H N i i 1 1 1 1 1 1 1 1 1 1
<U Male . 1 II__ _ J 1 11 1 1 1 1 1 1 1 1
u ,X x <100 7l10 1 ! 1 30 l1 66 | - l1 58 1l 89 . 5 1 1 11 73.4! 90 . 8 |w
N | 1 I1 12 ! 1 - 3 ! - 11 - 11 4 ! 2 ! 2 11 21 ! 2 !Female ---1
X ! 26 1 77 . 8 - 89.7 1 - l - 1 83.3 • 1 0 1 15 5. 5 1 90 .1» 100.5 l
1l 11 11 1 ------ r—1 V1 11 11 "*1----1 11 11
N ! 1 ll 10 | 1 - i1 8 { 5 l1 - 11 2 1 { 5 11 13 J 5 1
H Male 1l_____ i_1 1 l 1 i 1 1 1 1o
u
X [ 77 ll 6 8.4] 11 - 1l 62 } 78 • 6 i - 11 58. 5 11 |66.8 11 53 . 3j 55 !+>c l l 1 l 1 1 1 1 1 1 10 N | 1 l 13 1 2 l 10 t 1 t 3 1 - 1 3 1 13 1 2 !u Female l l 1 1 1
X 1 68 li 62.81l 1130 1l 89.3 » 59 1 . I 88 . 3 1 Il - 1 1 104 1 11 8 3 . 81t 12 1
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Male ___t_ ll i i i Il i I i l 1 ----- 1X i t 11.6} 15. ̂ J 14.5] 75 1l-11 | 12 5 J 3. 3 { - | 15. 5{10. 7 2| 10.4
N { 5 | 11 1 _ i i 3 ll - ! ■ 2 ! 5 | 2 ! 6 i 18 { 1Female --- u I l3l 17 . 31 1 I
1 1
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9.6 I 12.5 l » l
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14
1N I I I i i Il . , i i l l 1 I I - I _
Male ___l„ _ i__ _ I I i ll i i l I 1 _ 1 1 1
I I1 ~ 1
l I I I l i i l 1
N j l II _ i i - l1 - _ l _ l _ -
Female i_ l i i | 1 I 11 “ 1 1 1x !i 1 I i I
~ 1l - i i 1 l
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Paula Marie Claverie Childress was born in Pineville, La. 
on April 24, 1947. Her parents are Elman and Genevieve
Claverie. She is married to Dr. James C. Childress, Jr.; 
they are the parents of four g i r l s - - C e l e s t e , Amy, Debbie, and 
Christie Childress.
Mrs. Childress graduated from Marksville High School in 
1964, attended Louisiana State University in Alexandria and 
Baton Rouge, and received a Bachelor of Science degree in 
Education in 1967.
From September, 1974 to May, 1976 she completed her 
graduate work at Northwestern State University by commuting 
to Alexandria and received her Master of Education degree in 
May of 1976.
In the Fall of 1977 she entered Louisiana State U n i v e r ­
sity once again. This time she pursued a doctoral program 
in Education with a concentration in reading and a minor in 
p s y c h o l o g y .
Mrs. Childress has taught in public schools for four 
years. Her experiences have varied from grades four and six 
to Title I Reading teacher of students in first through 
fourth grade. Mrs. Childress is presently employed as a 
resource teacher in Avoyelles Parish.
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